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ABSTRACT
ELEMENTARY PRESERVICE TEACHERS’ CONSTRUCTIONS OF
THEMSELVES AS STUDENTS AND AS TEACHERS: A COLLABORATIVE
NARRATIVE AUTOBIOGRAPHICAL APPROACH
FEBRUARY 2007
JOSEPHINE BURNETT, B.Sc., OXFORD BROOKES UNIVERSITY
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Grace J. Craig

Elementary preservice teachers often struggle with their relationships with their
students. Research suggests that they have internalized robust teaching scripts that limit
their learning of progressive pedagogical methods. As a result of these scripts and
relational patterns learned in their family of origin they become progressively more
authoritarian and controlling under the situational pressures of traditional classrooms.

From the perspective of narrative psychology our sense of self is constructed
from meanings that we attach to critical early childhood events, the stories we tell about
ourselves, and the way we habitually position ourselves towards others. This critical
phenomenological study explored with preservice teachers the ways in which the
meanings they attached to early childhood events influence who they become as
teachers and how they relate to students.

IX

Fourteen preservice elementary school teachers selected from a teacher
education program shared their life stories during an interview prior to a two-day
orientation circle meeting at the beginning of their prepracticum semester. Participants
met in two support circles meeting four times during the semester. The interviews and
circle meetings were tape-recorded.

The data were analyzed to identify their stories and the way they navigated the
discourses of power in their narratives and any emerging cultural themes. The data from
five of the participants were analyzed in detail using Stanton Wortham’s tools to
determine how they were positioning themselves within their narratives and in the
storytelling event.

All the participants identified critical early childhood events that influence how
they construct themselves as students and teachers. They employed the same discipline
practices that they experienced in early childhood. Binary opposites of culturally
valued concepts were used in self-construction. Their narratives revealed multiple,
interwoven, mutually supportive, conflicted and contradictory stories and clashing
societal discourses as they struggled to become teachers in relation to students.

Implications for teacher education included using circles along with written
collaborative autobiographies and case studies of young students to identify and
critically analyze the discourses that interpellate themselves and their students. Further

x

research is required to follow students through two years of teaching. More diverse
groups should be studied.

xi
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CHAPTER 1
INTRODUCTION
The dawning of this postmodern era has brought with it a questioning of the
assumptions that underlie all that we once held to be universal and generalizable truth
(Lubeck 1996). The clarity of our moral imperatives is fading as our dualistic notions
of right and wrong, good and bad become clouded, confused, and contextualized. In the
field of legal thought there is also the jolting realization that our retributive orientation
to justice is possibly causing more violence and crime than it is preventing, and
although many judges and lawyers across the United States are actively promoting
restorative approaches to justice, it is taking a long time for society to embrace this
ideology. It is in the classroom that we have the chance to interrupt the cultural
reproduction of hierarchical relationships based on dominance and control using
retributive principles opening up the space for the possibility of ways of relating based
on mutual respect and care by using restorative approaches to conflict resolution.

The challenge is for teachers and teacher educators to critically examine how we
might equally educate all children to become responsible and active participants in a
democratic society without employing the same dualistic notions in the form of modem
vs postmodern thinking, so reproducing the same social inequalities using different set
of binary oppositions to do so.

Teaching student teachers about the effects on students of authoritarian and
controlling approaches to behavior management doesn’t often change the way they
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relate to young people in their classrooms (Kaplan 1992), this is because the new
knowledge is inconsistent with their basic beliefs about children, and how to relate to
them. As Bahktin (1981) suggests, it is their ideological interrelations with the world
that hinders the learning of new ways of relating to students.

Orientations to behavior management are learned through the nature of our
relationships with significant others in our family of origin and with our teachers in
school. These ways of relating are shaped by our cultural history and they will also
determine the shape of our culture’s future. In order to disrupt the cultural reproduction
of dominance and control, and of oppression in our schools it might be helpful to
understand how we reproduce these conditions in our own lives, then maybe it will
open up for us new ways of thinking and being in the world, new opportunities and
possibilities. Moreover, as elementary school teachers it will help us to identify the
structures that constrain students’ lives and help us to collaboratively dismantle them
changing the ways we relate to them and opening up for them possibilities for
themselves and for their future society.

Background
Behavior management is a major concern for public school teachers and parents
in the United States. In 1991 Mansfield, Alexander, and Ferris conducted a survey that
found that 44% of teachers reported that misbehavior interfered significantly with
teaching; 19% reported being verbally abused in the previous four weeks; and 28%
reported that physical conflicts between students were a serious problem. In another
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survey conducted by Feitler and Tokar (1992) teachers ranked individual students who
have serious and/or persistent behavior problems as being their primary cause of stress.

For student teachers behavior management is a particular concern as they
transition from the role of student to the role of teacher. They typically want to learn
techniques and strategies for pupil control, and there is a plethora of packaged forms of
behavior management approaches that can inform teachers how to maintain a safe and
productive classroom. Overwhelmingly though the management techniques that are
promoted within public schools represent attempts to control children.

This is in contradiction to the attempts of many teacher education programs to
help preservice teachers become critically aware of the issues of power around which
they construct themselves as teachers and as students, encouraging them to engage in
the process of creating a community that strives towards equality and respect rather than
dominance and control and model democratic principles. The research overwhelmingly
suggests that preservice teachers enter the field with liberal minded views and student
centered approaches to pedagogy and behavior management that wash out rapidly as
they enter the field and they become controlling and authoritarian under the pressure to
conform to institutional norms. There is a growing awareness that the problem partially
lies in the preservice teachers’ lifelong apprenticeship in schooling, over their lifetime
experience in school they have internalized robust teacher scripts. Another part of the
problem lies in our ways of relating that are learned in our relationships with primary
caregivers in our early childhood and these patterns are reinforced through our
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relationships with our teachers during our schooling. It is in our relationships with our
teachers that we learn how to construct ourselves as students and as teachers. Students
are traditionally constructed as passive, submissive recipients of knowledge while
teachers are constructed as authoritarian givers of knowledge. These constructs are in
conflict with what we now hold to be effective educational methods. They perpetuate
the cultural reproduction of a stratified society (Lubeck 1996) and they put huge
restrictions of who we can be, what we can do, and how we can relate to one another.

There is much research suggesting that the meaning we attach to critical early
childhood events forms a lens through which we interpret all future events thus
influencing what we know, who we are, and how we relate to others. There is also
much research to suggest that the self is a social construct and that we actually create a
coherent and enduring sense of self through narrating our autobiographies; by telling
our stories. Another major influence is the way we position ourselves interactionally
both in the story we tell and with the audience during the story telling process. The self
is thus an ongoing process as opposed to a product. Our self may be seen as a trajectory
extending from the past into the future. Our selves are created and re-created within
specific cultural milieus and in as much as we are constructed by our cultural context so
our selves can shape the culture in which we live (Wortham 2001).

Across many academic domains there is a growing awareness that the self that
we come to know, that we are aware of, is constructed through language. In fact
dialogical theories of the self suggest that the self does not exist outside language
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(Barthes 1975). It has also been suggested that much of our self is constructed through
discourses that have their roots in powerful societal institutions (Bahktin 1981).
Although this leaves us with a rather depressingly deterministic notion of the self as
little more than a survival machine for words, there are some authors (Harre and Davies
1990) who suggest that when we become aware of the language that is shaping us we
can choose among discourses and herein lies our power, our autonomy.

Collaborative narrative autobiography provides a useful tool for the purpose of
examining how the meaning we have attached to critical early childhood events is
influencing our perceptions of the world, our selves and our relationships. As we listen
to one another’s stories we may learn different meanings that we can attach to our early
childhood events and so create different ways of knowing, being and relating. It is also
an ideal place for student teachers to critically analyze their teacher scripts and the
institutional discourses through which they have constructed themselves.

The circle process offers an appropriate space for creating collaborative
narrative autobiographies. It is a space where there is no right or wrong, no good or
bad, a place of equality and respect, a place to tell our stories without censorship or
judgment.

Statement of the problem
Student teachers construct themselves and their students around issues of
power. As they try to gain control of students they tend to cause more behavior
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problems rather than reduce them. Attempts to teach preservice teachers new ways of
teaching and learning, new ways of relating to students are not often effective as the
new knowledge washes out very quickly in the reality of the classroom and they
become more authoritarian and controlling and more traditional in their pedagogical
approaches. The problem seems to lie, to borrow a phrase from Bahktin (1981), in their
ideological interrelationships with the world; the way they have and are constructing
themselves in their relationships with others.

Purpose of the Study
From the research literature we know that we create an enduring sense of self
by selecting significant events from our lives and placing them on a trajectory from the
past into the future. We also know that a powerful influence on our self construction is
the way we habitually position ourselves with regard to others while we narrate our
autobiography.

What we don’t know is how student teachers specifically create a sense of
themselves as students and as teachers and how they construct themselves in their
relationships with students and with teachers. The purpose of this study was to identify
and document the meanings preservice teachers have attached to the significant events
in their lives that have an impact on their identities as students and teachers. The
primary research questions were:
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1. What are the self-reported significant events in preservice teachers’ lives
that have an impact on their identities as students and as teachers?

2. How have the significant events in their lives been interpreted and have
shaped what they know and believe about themselves and thus become part
of their life story?

3. How are the meanings they have attached to critical early childhood events
shaping their relationships with students and teachers?

Secondary questions were: Are there any alternative meanings they can attach
to the significant events in their lives? What different trajectories can they imagine for
themselves by changing the meanings attached to the significant events of their lives?
In what ways can teacher educators best help preservice teachers help the young people
in their classrooms to become aware of other possible ways of being students?

Fourteen preservice teachers were invited to participate in the study. They
were selected from the fourth year cohort of student teachers who were just about to
begin their first pre-practicum teaching experience in elementary schools. This
particular group was chosen because their roles were in the process of changing from
that of student to that of teacher. They were asked to write a brief narrative of the
significant events of their lives describing how these events have made them feel about
themselves and they were also asked to draw a picture of themselves in elementary
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school and in their family of origin. They were then interviewed individually for
approximately one hour. The whole cohort then participated in a one-credit weekend
workshop using the circle process to help participants access the significant events of
their lives and explore the meanings they have attached to them. The fourteen
volunteers continued to participate in four more consciousness-raising circles (2-3 hours
each) held at approximately three-weekly intervals throughout the semester while they
were student teaching. There was a final circle (3 hours) for the whole fourth year
cohort at the end of the semester.

It was hoped that the circle process would assist them to work collaboratively
helping each other to identify the ways they have created their life trajectories from the
meanings they have attached to significant events and also to show how many different
ways there are of interpreting similar events suggesting many possible ways of creating
a life story from the same kinds of events.

The particular circle format that has been chosen originated in the Northwest
Territories of Canada where it is used extensively as part of the justice system for
sentencing, peacemaking, and building healthy communities. The main benefits of
using the circle process is that all decisions are made through consensus, every voice is
heard, there are no hierarchies and no privileged knowledge (Pranis 2001).
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Significance of the study

It is generally accepted among educational theorists that one important goal of
education is to promote democratic ideals encouraging students to work towards
eliminating prejudice and injustice (Lubeck 1996). As Yonemura (1994) suggests,
teachers will only be able to do this if they are encouraged to explore their own beliefs
and values. Towards this end this study attempts to reveal the how student teachers
construct themselves and their students in ways that maintain traditional power
hierarchies. It is hoped that by becoming aware of how they are constructing
themselves by choosing specific events to represent in their life story and how they
habitually position themselves interactionally as the narrate their stories that they will
find a number of other different ways of being teachers and students. If they can do this
then they may also be able to find ways to encourage the young children in their
classrooms to identify other possible ways of being and open up new opportunities for
themselves: creating spaces for the possibility of other ways of knowing and being in
the world, for themselves and their students.

Limitations of the Study

As the study involves participants from a very narrow range of backgrounds it
will be inappropriate to generalize the findings beyond this population. Because the
researcher is a participant in the circle process this may bring a bias not only in the
contributions to the circle process but also through the analysis of the data. My choices
in the selection of‘stories’ to present in these chapters and my choice of interpretation
of the day are fundamentally shaped by my own ‘stories’ and also by the current
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context. The participants were all in the process of applying to the graduate program in
teacher education at Public University and so they were presenting themselves as
suitable candidates for the highly competitive selection process. However, the purpose
of this study was to explore how they are constructing themselves as students and as
teachers in this specific context. The data and its analysis represent a snapshot of how
these participants were presenting themselves as students and teachers at that particular
time in that specific context. The study was not designed to be generalizable to other
contexts.

In the next chapter I will provide a review of the literature on student teachers’
classroom management orientations and because the process of becoming a teacher
involves the forming of a teaching identity there will also be a review of the literature
on the construction of the self. There will then be a review of research using narratives
and life history as a way to explore teacher identities. Because the circle process has
been used for centuries by indigenous peoples as a way to reflect on social relationships
the final section of this chapter will provide background information on this process and
its potential for providing the space for promoting growth and change.

Chapter Three describes the methodological approach and research design, the
setting, and procedures. Because the study yielded too much data to be included in one
chapter I have included a reflection on the process of the data collection in this chapter.
The full transcripts from the circles are provided in Appendix H.
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In Chapter Four I have provided a detailed analysis of five of the study
participants. Stanton Wortham’s tools were used to look for evidence of trajectories of
self from early childhood to the present that may be influencing who they are as
students and as teachers. Particular attention is given to their narratives of discipline
practices in relationships in their family of origin and in their relationships with students
looking for repeating patterns and how they construct themselves in relationships of
power.

In Chapter Five I will provide a summary of the data from the remaining nine
participants identifying the stories from which they are constructing themselves that are
influencing their relationships with their students in their prepracticum classrooms. In
the second half of this chapter I will attempt to identify some of the recurring themes
throughout the narratives paying special attention to the ways in which the participants
negotiate the discourses of power through their narratives.
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CHAPTER 2
REVIEW OF THE LITERATURE
Introduction

Preservice teachers often struggle with their relationships with young people in
their elementary school classrooms as they transition from the role of student to the role
of teachers. There is a tendency for them to enter the field with liberal and democratic
ideals of what classroom relationships should be but then rapidly become strict and
controlling as a result of experience in the classroom.

There is research suggesting that authoritarian teaching styles have some
negative effects on students including a sense of alienation and low self-esteem (Deibert
and Hoy 1977). There are higher rates of violence in schools that have authoritarian
teachers (Baum 1997), and a study by Nash (1977) found that teachers who use forceful
strategies to control students are less likely to be successful and they encounter more
resistance. It can also reduce intrinsic motivation (Deci, Schwartz, Sheenman, and
Ryan 1981, Prawat and Anderson 1988), and reduce self-regulating behaviors and
achievement (Shippy 1997). In addition to the negative effects on students,
authoritarian and controlling teacher behaviors are also inconsistent with postmodern
thinking and progressive pedagogy.

There are three different academic domains that approach the problem of
classroom management in different ways (Lubeck 1996). The positivist perspective is
consistent with modernist thinking and promotes teacher centered pedagogies and
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authoritarian approaches to behavior management. The interpretivist stance is more
consistent with postmodern thinking and promotes more student centered pedagogies
and authoritative relationship styles. Critical theory, on the other hand, challenges the
very notion of‘control’ altogether and is most consistent with postmodern thinking.
This perspective encourages the promotion of liberatory consciousness and the
empowerment of students. Many teacher education programs try to promote the
philosophy of critical multiculturalism, sensitizing preservice teachers to issues of
power in the relationships in their classrooms. When they enter the field however, they
frequently find themselves under pressure to establish authoritarian and controlling
relationships with students.

This chapter will first review the research on student teachers’ classroom
management orientations identifying some of the causes of the tendency for them to
become more authoritarian as a result of experience in the classroom.

Because the

process of becoming a teacher involves not only taking on the role of teacher but also
the creation of a teacher identity the second part of this chapter will present some
literature on the construction of self. There will then be a review of some of the
research using personal narratives and life histories to explore the process of becoming
a teacher. Finally there will be a section on the circle process which is to be a
fundamental part of this study.
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The development of student teachers’ management orientations
A series of studies in the later 1960’s and early 1970’s reveals that student
teachers begin student teaching with liberal, democratic ideals and humanistic
orientations towards pupils and rapidly become more controlling and authoritarian
following student teaching. Matthews (1967) found that student teachers restrict
student behavior more and accept their ideas less after student teaching. Weinstock and
Peccolo (1970) also found that student teachers held more negative attitudes toward
children and toward teaching in general after they had completed their student teaching
experience. Hoy (1968, 1969) and Hoy and Rees (1977) both found that elementary
and secondary student teachers become more distrustful and punitive after student
teaching than before. Also Walberg, Metzner, Todd and Henry (1968) found that
students become more controlling and less pupil centered, and Jenks (1968) found that
preservice teachers developed more formalized attitudes towards pupils.

It appears from the literature that the student teaching experience is just the
beginning of the process of becoming increasingly more authoritarian and controlling as
a result of teaching experience in school. Bergmann et al (1976) found that 57% of
beginning teachers changed orientation from student centered to authoritarian, and
Walter (1974) found that 94% tried to adopt a democratic teaching style but 91% of
them found that they were not able to do so as well as they had hoped.

In his thorough analysis of all the research using the Pupil Control Ideology
questionnaire (PCI) measuring pupil control orientations, Packard (1988), identifies at
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least 23 cross sectional studies confirming that more experienced teachers have more
custodial pupil control orientations. Most of these studies demonstrate significant
differences between neophyte teachers and teachers with an average of five years
teaching experience. Packard (1988), however, also cites several studies that show non¬
significant correlations between years of experience and PCI and even a few studies that
demonstrate a significant negative correlation; the more experience the lower the PCI.
So it appears that in some situations some teachers are able to maintain humanistic and
democratic approaches to behavior management.

A major problem for all survey type instruments is that even though they may
detect a change, they tell us very little about the nature or cause of the change. The
studies that Packard reports showing negative correlations between PCI and experience
do not tell us about individual student teachers’ initial PCI scores. It could be that their
PCI scores were initially very high and with experience these teachers were able to
reduce their scores. Also, in the studies that Packard reports there is no description of
the situations in which these teachers were working, which could also influence their
pupil control ideologies. Another problem is associated with relying on data from cross
sectional studies. The teachers with the most experience may have completed their
teacher training during a different socio-historic time period and this could also be
influencing the data. Despite these limitations there is a general trend of research
suggesting that there is a very strong tendency for teachers to become more
authoritarian as a result of experience.
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Packard’s analysis also reveals, however, that the initial increase in student
teachers’ and beginning teachers’ PCI tends to level off and may actually decline after
five years. Ayers (1980) found that after three or four years, teaching style becomes
stable. Veenman (1984) also found that from the final year of teacher education
through the first five years of teaching preservice and beginning teachers become more
custodial, but the rapid increase was only found during the first year after which it
gradually leveled off over the next four years (McArthur 1981).

There is therefore, a great deal of research to suggest that student teachers begin
student teaching liberal minded and humanistic in their approaches to classroom
management. After student teaching and for the first few years they tend to be more
authoritarian leveling off after four or five years and then they settle into a fairly stable
teaching style. Many researchers have suggested that this shift towards custodialsim is
due to socialization into the bureaucratic norms of the public school (Hoy and Rees
1977).

Hoy defines organizational socialization as:

“ .. the process by which the beliefs, norms, and perspectives of
the organizational participants are brought into line with those of the
organization.” (Hoy 1967, pi 54).

He also believes that student teachers experience a double socialization process.
The first phase is their socialization into the professional norms and values of the
college program which generally emphasize humanistic or permissive control of pupils.
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The second phase is the socialization of student teachers into the ‘real’ world of
teaching during their student teaching experience. In public schools where the
emphasis is on discipline and the need for more authoritarian controls this would cause
considerable disequilibration or lack of fit between the student teachers’ current ideals
and the demands of the situation. Veenman (1984) calls this culture shock. Packard
(1988) also suggests that if schools present preservice teachers with a dominant
ideology of custodialism it could be deduced that they would need to adjust their
ideology to make it consistent with that of the organization in which they work. If the
student teachers are confronted with relatively custodial pupil control orientations
among significant others then they are more likely to become custodial themselves and
it would be beneficial for them to do so. It could be that as Hoy suggests student
teachers’ shift towards custodialism may be an adaptive measure that facilitates their
smooth transition into the role of public school teacher.

In Hoy’s (1967) study 282 student teachers from Oklahoma State University
completed the PCI before beginning student teaching and again on completion of
student teaching. Although the fact that there was no control group in this study
presents a serious limitation, the results demonstrated that their pupil control ideology
was significantly more custodial after student teaching. It seems possible then that
student teachers may go through a double socialization process. The first being
socialization into college encouraging a generally liberal perspective and then they are
socialized into a more positivist, bureaucratic world of the public school.
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There is also evidence that student teaching makes students more controlling in
their social problem-solving orientations. Hoy and Woolfolk (1990) carried out a
controlled study to determine if student teaching caused changes in pupil control
orientations, social and behavioral problem-solving orientations and changes in beliefs
about efficacy. One hundred and ninety one liberal arts majors at Rutgers University
were selected for the study. They comprised three groups; 36 were planning to teach in
elementary school and 21 were planning to teach in secondary school. Another group
consisted of 66 students who were participating in three different educational methods
classes; 47 were planning to teach elementary and 19 were planning to teach at the
secondary level. The third group consisted of 66 students in a developmental
psychology class; 36 students were planning to teach but were just entering the
education program, 30 students were not planning to teach. The study compared
changes in the orientation of students planning to teach with those not planning to teach.
Three instruments were used to measure teacher efficacy, pupil control orientation, and
social and behavioral problem-solving: The Teacher Efficacy Scale (Gibson and Derube
1984), the PCI (Willower et al 1976), and the Problems in School Inventory (Deci et al
1981).

The results demonstrated that the pupil control orientation of student teachers
became significantly more custodial after practice teaching while the students in the
educational methods classes and the developmental psychology class who were not
student teaching did not become more custodial. The mean for the non-teaching
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students in the educational methods classes remained the same while the mean for those
in the developmental psychology class became more humanistic.

The student teachers also became significantly more controlling in their
approach to social problem-solving, and their sense of efficacy was reduced
significantly after student teaching while the sense of efficacy for the control group
didn’t change. It is well documented that student teachers enter student teaching with
highly optimistic beliefs in their own ability so these results were to be expected.
However, on closer analysis, it appears that students’ sense of personal efficacy; that is
their beliefs in their ability to help students learn increased while their beliefs in the
effectiveness of schools to overcome deficits in students’ background and ability
declined. Personal efficacy was also positively related to bureaucratic orientation while
teaching efficacy was negatively related to bureaucratic orientation. Bureaucratic
orientation is defined by Hoy and Woolfolk as:

“ ... an individual’s commitment to the attitudes, values, and behaviors
that are encouraged by bureaucracies; for example, self-subordination,
impersonality, and rule conformity (Gordon, 1970 cited in Hoy and Woolfolk
1990).”

An interesting finding in Hoy and Woolfolk’s study was that student teachers
with higher levels of custodialism reported a higher sense of efficacy. It would make
intuitive sense that the lower the discrepancy between the personal orientations of the
student teacher and the school, the more they would feel satisfied with their work and
the higher their sense of efficacy. From their study. Hoy and Woolfolk draw the rather
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dismal conclusion that through the process of socialization into the bureaucratic world
of the public school;

“The ideal images of college preparation apparently gives
way to the instrumental necessities of maintaining order and
running a smoothly functioning classroom” (Hoy and Woolfolk
1990, p294).

Generalizations from this study, however, are limited as all the participating
students were white, middle-class, and the education program was traditionally
structured. Studies performed on student teachers who have been prepared through an
inquiry based program seem to demonstrate that their pupil control orientations are
more resistant to the bureaucratic socialization processes of the schools.

Some researchers find evidence that the majority of student teachers enter
programs with conservative attitudes which then become liberalized as a result of
college education. Once confronted with traditional bureaucratic schools they lose their
recently acquired liberal, humanistic orientations adopting a more conservative and
traditional approach that is consistent with their beliefs on entering college. Tabachnick
and Zeichner (1984) suggest that college education provides a thin veneer of
liberalization that gets washed out with socialization into the real world of teaching in
public schools. They also suggest that it could be that the experience of student
teaching may contribute;

“ .. . [to the] development of instrumental perspectives where what works
in the short run to get the class through the required lesson in a quiet
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orderly manner becomes the major criterion for evaluating the
teaching activity.” (Tabachnick and Zeichner 1984, p286).

Hoy and Woolfolk (1990), in a similar vein, again rather depressingly suggest
that student teachers may, under pressure of the real world of the classroom, redefine
teaching:

“ ... in terms of reaching those students with ability and simply
controlling those whose ability and background undermine teaching
efforts.” (Hoy and Woolfolk 1990).

Cross cultural studies also yield similar findings. In his review of research
carried out in several Western European countries Veenman (1984) found a pattern of
ideology change that suggests most student teachers have conservative or controlling
orientations before they arrive in college which shift in a liberal direction as a result of
their college experience and then rapidly back to conservative as they begin teaching. It
was found that German elementary and secondary student teachers in their first through
third year teaching held conservative attitudes before teacher training which shifted
towards liberalism during teacher training and then back to strongly conservative during
the first year of teaching.

“the originally observed conservative attitude shift continued
indicating that the phenomenon could not be considered typical
only for beginning teachers but persisted as an enduring effect
of the interaction with the job environment.” (Veenman 1984, pi 46)
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Veenman suggests that the liberalization effect is a general effect of university
education not specifically the outcome of teacher education. He also suggests that the
changes in attitudes do not necessarily follow the same pattern in all teachers. Some
variables he found associated with teacher attitude change were subject matter
preference, quality of teacher training, and the situational characteristics of the work
place. Tabachnick and Zeichner’s (1984) study was one of the few studies in which
student teachers’ pupil control ideologies did not become more custodial and it was
believed that a major contributory factor was the inquiry based orientation of the
particular teacher education program from which the participants of the study were
selected.

So it may not be that student teaching and teaching experience in the public
schools actually causes students to become more custodial. It may be that they were
custodial all along and the liberal training of the university, being a more recently
acquired perspective, is less ingrained and therefore under pressure of the work place
students revert to their original orientations. It seems then that student teachers become
more authoritarian and controlling when they begin teaching in order to survive and
thrive in the bureaucratic atmosphere of the school in which they work. In the next
section there will be an overview of research into the reasons for this shift in
management orientation.
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Research into the reasons for the change in student teacher’s control ideologies.

Much research has been carried out into the reasons for this shift in ideology and
they can be grouped into four basic groups, socialization forces, stages of teacher
development, personality factors, and influences of family of origin.

Socialization forces

Socialization forces include such things as scripts and prior beliefs. A
considerable amount of research has also been done to attempt to discover what the
components of the socialization process are. Copeland (1980) suggests that it is the
ecological characteristics of the classroom, and Yee (1969) suggests it is the
cooperating teachers. As it has already been demonstrated that PCI scores increase with
experience so it is highly likely that cooperating teachers will be more custodial in their
orientations than their student teachers. Edgar and Brod (1970) suggest it is the
evaluative power of cooperating teacher, principals and others, and Packard’s (1988)
analysis also provides evidence that perceived threat can also cause student teachers to
become more custodial. Copeland and Newberry (1977) find that the reference group
of colleagues has a powerful impact on the kind of orientations student teachers will
finally adopt. While Lortie (1975) suggests that pupils and parents also influence
student teachers’ pupil control orientations. In an ethnographic study by Lillian
Breslow Rubin (1976) of working class family life, parents stressed the value they place
on authoritarian teachers who maintain high levels of control and demand obedience.
In order to survive in low paid jobs they must be trained early to work hard and obey
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authority. It appears then, that there are many immediate pressures on students that will
influence their management orientations.

The socialization of teachers doesn’t begin on entry into college however. It has
been a lifelong process. Lortie (1975) argues that the socialization of teachers occurs
largely through the internalization of teaching models during thousands of hours spent
as pupils in close contact with teachers, and Anderson (1989) also suggests that
childhood experiences in the classroom are the main source of pre-service teachers
beliefs about teaching and learning. Frank Pajares (1993) illustrates this fact with the
following charming anecdote:

“When Alanson Van Fleet visited his brother’s home, he found
his 8-year-old niece in her room, surrounded by dolls and poised
by her own black-board,
‘standing there with the chalk balanced perfectly in her fingers and
with the right tone of voice and facial expression, she was teaching;
urging her doll students to pay close attention during this important
lesson. She had ‘teacher’ down pat’ (Van Fleet, 1979, p283)
Little Miss Van Fleet was well into developing a set of beliefs and
practices related to being a “teacher.” Throughout her elementary,
middle, an high school years_her “apprenticeship of observation”
(Lortie 1975)_she would hone those budding, if not already
entrenched, beliefs about teaching, beliefs that will be well established
by the time she becomes a teacher candidate ...” (Pajares 1993, p45).

From this it seems that children at least as young as eight years old may have
already developed a pretty robust teaching script; a script that is very likely to have
been constructed in a bureaucratic, authoritarian school atmosphere employing
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traditional pedagogical methods. Throughout their years in public education students
experience increasingly more custodial classroom climates so it is not surprising that
students enter teacher education programs with well internalized scripts of authoritarian
teachers. These prior beliefs are extremely difficult to dismantle.

Brand’s (1982) study concluded that student teaching had no significant effect
on preservice teachers’ classroom management decisions because their prior beliefs and
attitudes, interpersonal behaviors and habitual responses are unaffected by academic
curriculum. Also in Hollingsworth’s (1989) qualitative study it is found that prior
beliefs about children, learning, and teaching provide the base for new learning during
teacher training and will determine the extent to which progressive models of teaching
can be understood and practiced. Because the learning of new approaches occurs at an
intellectual level it gets washed out all too easily in the pressure of classroom reality.
Calderhead (1987) suggests that the complexity and the immediacy of classroom
situations demand quick, reflexive, and intuitive disciplinary responses and so it is
unlikely that teachers are able to critically reflect on behavior situations and consider
alternative responses.

Hollingsworth’s (1989) Study
Hollingsworth (1989) conducted an extensive qualitative study to investigate the
changes in student teachers’ knowledge and beliefs about reading instruction during
their final year in a teacher education program at Berkley. Specifically she hoped to
identify the conditions within the program that encourage the learning of current
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pedagogical approaches. She also wanted to determine what prerequisite teaching
knowledge affects subsequent learning; to identify changes in student teachers’ global
beliefs about education, teaching, learning, and also to identify changes in their
knowledge of how to teach reading in particular.

Fourteen preservice elementary and secondary education teachers were
interviewed and observed as they entered the education program, attended reading
classes, and then taught reading in classrooms. Patterns of intellectual change were
plotted, and program, personal, and contextual influences affecting change were
identified. The role of supervisors and cooperating teachers supporting that change was
also investigated, and also the role of students’ prior beliefs.

Background profiles were constructed from loosely structured interviews to
identify the teachers’ philosophies of education, educational experiences, current
thinking and managerial practices, role definitions, views on how children learn, and
knowledge of reading instruction. This was combined with information obtained from
observations during the first weeks of school to identify teaching performance that
would clarify the interview data.

On analysis of the data three categorical themes emerged. The beliefs that the
student teachers held before entry into the program filtered the information learned from
the program content and determined what sense would be made of the context of the
classroom. Another theme that emerged was that management needed to be routinized
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before student teachers could focus on pedagogy and specific content. Managerial
routines also needed to be interrelated before student learning from academic tasks
could be attended to.

On entry into the program half of the participants believed that learning is
accomplished through teacher-directed information but by the end of the nine month
period all students had adopted a more constructivist stance, however, the depth of their
convictions varied according to the consistency of their prior beliefs with those of the
program. Chris, a 30 year-old unmarried artist, held beliefs that were most congruent
with those of the program. His beliefs were self-taught and consistent with a
philosophy of critical aiialysis. He already believed that:

“Children learn through self constructing their own knowledge
‘education is the world.Kids need to determine the boundaries
of it themselves.’” (Cited in Hollingsworth 1989, pi 70).

Lynda, the 35-year-old mother of two children held prior beliefs that were closely
allied to the program beliefs. The beliefs she held were largely constructed from
watching her own children grow. She believed that:

“Children were best educated by self-discovering ‘ordered truths’
within environments carefully structured by teachers (Hollingsworth
1989, pl70).

Alice, on the other hand, who was a younger traditional student had only her
own experiences as a student upon which to map and evaluate the philosophies given to
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her by her teachers and professors. So her beliefs were more congruent with traditional
pedagogical method and her adjustment was much harder. As far as their beliefs about
management is concerned, 13 out of the 14 students in the study believed that classroom
management meant relating equally with pupils and as a result all 13 struggled to gain
control of their classroom. When they realized that their beliefs were not working they
shifted to a strongly authoritarian and inflexible approach. At this point they voiced
their dissatisfaction with teaching as this example from an interview with Lynda
illustrates:

“I just don’t know if teaching is for me. I didn’t really know
about this part. It seems like I’ve got to be on them all the time
to get them to pay attention, and I don’t like this about me. It
seems like all I’m doing is babysitting_getting them to finish
some work to go on to the next task, (2/9)” (Hollingsworth 1989 pi73).

It seems that this very commonly occurring shift in student teachers from too
little structure to being overly authoritarian may be what the PCI studies have identified.
Student control orientation of student and neophyte teachers may not in fact occur in an
incremental and linear progression as a result of socialization pressures. Studies of
teacher development have identified different areas of concern that appear to have a
developmental sequence. Fuller and Brown (1975) identified three stages of teacher
development; survival, situational concerns, and pupils: The first stage, survival, is the
one in which student control is most important and is also probably the stage at which
student teachers feel the socialization pressures to ‘control’ students most intensely.
This stage also parallels the findings from research using the PCI that student teachers
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develop more custodial and authoritarian orientation to pupil control as they begin
teaching. Once student teachers become confident the routines of the classroom
organization more cognitive space becomes available for them to focus on specific
subject areas. According to Hollingsworth (1989) managerial routines then begin to
‘fit’ both subject matter and children. Only half the student teachers reached this level
but four factors that facilitated this were identified: An image of themselves in the role
of teacher as learner and critic of teaching that allowed them the flexibility to make
mistakes and change; a willingness to accept that their initial beliefs would have to
change to fit the classroom organization; the belief that they were teaching something
worthwhile; and the cooperating teacher and or supervisor acting as role models to
facilitate the change.

It seems then that if student teachers are to be able to overcome their prior
beliefs and learn new ways of teaching, they need to be open and willing to make
changes in their possibly profoundly held beliefs and they need good role models and a
deep interest in what they are teaching. From an intuitive perspective it would seem
that making a program inquiry based may help them to see themselves in the role of
teacher as critic of teaching and thus more open and accepting of change. Ultimately
though it is their prior beliefs that will determine how deeply they will be able to
internalize the learning of new ways of teaching. The extent to which they are able to
do this is determined by the amount of congruence between their prior beliefs and those
encouraged by the program.
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The literature reviewed so far suggests that socialization pressure within public
schools tends to cause student and neophyte teachers to become more authoritarian and
controlling of student behavior and social problem-solving. We have also seen that
prior beliefs and scripts that have been constructed through a life-time experience of
education are very resistant to change. However, socialization theories seem to assume
the individual plays a passive role in the process. There is some evidence that
individual psychological factors also may predispose student teachers to particular
student control orientations.

Personality factors

Packard (1988) identifies over 100 studies examining the relationship between
personality factors and student control orientations. The highest correlations found
between PCI and personality factors were: Locus of control (Henderson 1982);
Authoritarianism (Nachtscheim and Hoy 1976); Feelings of inadequacy (Henderson
1982); Attitudes about corporal punishment (Bogacki 1981); Traditional family values
(Nachtscheim and Hoy 1976); Dogmatism (Heinemann 1971, Franklin 1976, and
Lundin 1980). There was also a study that found a high negative correlation between
progressive educational attitudes and PCI (Voege 1979). Veenman (1984) found that
young student teachers who were depressive, introverted and uncommunicative were
more likely to change to conservativism with experience in the schools.

Appleton (1995) found a relationship between personality, PCI and leadership
style. In a study of 115 classroom teachers of K-12 in sixteen different school districts,
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measures were taken of their interpersonal success (BASIS-A), their PCI, and
leadership behavior (LBDQ). She found that teachers with high PCI scores also scored
high on taking charge, striving for perfection, believed corporal punishment was
effective and also scored low in consideration in leadership. However, Sewell (1991) in
a study to examine the effects of personality type, socialization pressure, and contextual
factors on the PCI of student teachers found that student teachers did not become more
custodial as a result of student teaching experience; there was no correlation between
personality type with changes in PCI, but the perceived socialization pressure from the
cooperating teacher was a significant factor for those who did become more custodial.
It was also found that the student teachers’ PCI before student teaching was already
congruent with experienced elementary school teachers.

There has been a vast amount of research into the relationship between
personality factors and pupil control orientations but it is not so easy to draw any firm
conclusions as the research often reveals contradictory evidence. Although there are
certain clusters of personality traits that may have some impact on PCI scores, Packard
(1988) concludes that the PCI may not actually be measuring personality traits but
rather the result of continuous socialization processes from living in a particular culture
at a particular time. The review of literature so far has presented research on the effects
of socialization processes and of individual psychological characteristics of preservice
teachers on their pupil control orientations. Both of these approaches have considerable
limitations in that they either assume the individual plays a passive role in the
socialization process or that they are reactive beings; given certain personality traits that
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react in particular ways to the socialization process. Perhaps a more fruitful approach to
studying changes in pupil control orientations might be to examine the ways in which
individuals resolve the conflict between the different orientations promoted by their
education programs and the public schools.

Stages of Teacher Development
Another issue that needs consideration is the developmental level of the student
teachers and the extent to which they have already had experience in dealing with
contradictory beliefs. Sprinthall and Thies-Sprinthall (1983) found evidence that
teachers at ‘higher’
stages of cognitive development were more flexible, more tolerant of stress, more
adaptive, better able to assume multiple perspectives and demonstrated a greater
number of teaching strategies and coping skills.

Gehrke (1976,1981) proposes a hierarchical model of the ways teachers meet
their own needs while being socialized. He suggests that teachers have basic needs
which include need for respect, need for liking, need for belonging, and a need for a
sense of competence. Basic needs affect perceptions of self role, and others’
perceptions affect behaviors as a teacher.

Tabachnick (1983) examined the development of teacher perspectives, the ways
they think about their work and give meaning to these beliefs through their actions and
he identified three distinct social strategies; internalized adjustment, strategic
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compliance, and strategic redefinition. Internalized adjustment refers to the strategy
used by teachers who comply with constraints of the school believing it to be in the best
interest of everyone. Strategic compliance refers to the strategy in which student
teachers comply with the orientation promoted by the school but hold private
reservation. Finally, strategic redefinition refers to the strategy used by student teachers
who manage to bring about change in their classrooms even though they do not possess
the formal power to do so. He found that there were important influences on the kind
of strategies teachers would choose. These included; strength of perspectives, coping
skills, and political sensitivity, degree of contradiction between formal and informal
school culture, personal or direct control of the principal, reactions of colleagues, and
pupils and parents.

Bayer (1978) and McArthur (1981) identified stages of change as teachers try to
resolve the conflict between the ideologies promoted by teacher education colleges and
those espoused by public schools. These included; compliance, identification and
intemalization/initiation, and internalization and evolution. They conclude that more
research is needed to examine features of educational situations that teachers experience
as problematic, the psychological dimensions of meaning underlying those situations
and the significant personal characteristics of beginning teachers that interact with these
situations.

It appears then that there may indeed be a developmental sequence through
which student teachers resolve the conflict between the approach espoused by their
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teacher education program and the approach espoused by public schools. Their teacher
style, including their approaches to social problem-solving as well as student control is
ultimately determined by their prior beliefs about teaching, learning, the nature of
knowledge, children, and discipline. These prior beliefs are shaped not only by their
lifetime’s experience in school but also within their family of origin (Britzman 1986,
Carter 1990).

Influences of family of origin
From student teachers’ very earliest experiences discipline scripts have been
forming in their relationships with their care-givers. Several studies examine the
relationship between teachers’ socialization experiences in their family of origin and the
disciplinary climate that they create in their own classrooms.

Hyman (1990) reviewing two doctoral dissertations on classroom teachers’ and
childcare workers in institutions for the retarded found that frequency of punishment in
childhood is the best predictor of punishment use as adult. Minde (1980) found that
adults who report having low quality relationships with their parents frequently interact
poorly with their own children. There is also much research suggesting that physically
abusive adults were often abused as children or had witnessed others being physically
abused (Belsky 1980, Egeland, Jacobvitz and Sroufe 1988). Kaplan (1992) in a study
of 156 preservice teachers, found that their reports of their disciplinary experiences
involving punishment in their families of origin were a significant predictor of
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subsequent selection of punitive or non-punitive classroom management strategies.
Authoritarian upbringing related to subsequent selection of punitive strategies.

Rosen (1986) found that student teachers’ acceptance or rejection of their own
childhood shaped their beliefs about teaching. Those who accepted their childhood
selves were sensitive and supportive of their students and were able to have fun with
them without losing their own identity as adults. Those who were rejecting of their
childhood selves were emotionally aloof in the classroom and were more controlling
and authoritarian.

In Kaplan’s (1992) study there was an examination of factors in student
teachers’ personal punishment histories that may distinguish those with a punitive style
from those with a non-punitive style. 150 preservice teachers completed a specially
developed punishment inventory rating the frequency of twenty different kinds of
discipline strategies experienced in their family of origin. These subjects then
completed a 2-week training module emphasizing the benefits of positive reinforcement
and the disadvantages of punishment.

They were then presented with a case history about a first-grader having
difficulty with sustained focus and asked to design a behavioral intervention. The
training module emphasized positive reinforcement and the case history discouraged
punitive intervention strategies. 81 % of the pre-service teachers chose non-punitive
strategies while 19% still selected punitive intervention strategies despite the measures

taken to encourage non-punitive strategies. The test correctly predicted 95% of the
students’ use of non-punitive strategies and 63% of the punitive strategies, and 89% of
the subjects’ intervention strategies were correctly classified on the basis of their reports
in their families of origin; 63% of those experiencing punitive discipline actually used
punitive strategies.

These results were consistent with previous research but it is unclear what
factors caused the group with punitive histories to select non-punitive strategies. It is
possible that the training module may have had an effect but their classroom
experiences may also have had a significant influence on their responses, as the study
only examined student teachers’ beliefs about how they would handle a specific
behavior problem. In the heat of the classroom moment the behavior of those students
with punitive experiences in childhood may not reflect their professed non-punitive
perspectives and they may be more punitive. The study also cannot detect how much
their recollections are distorted by their current beliefs about children and discipline.
Another consideration not tapped by the study is the possibility that temperament and
personality factors may have not only influenced the way they were disciplined as
children but also the disciplinary practices they select as adults.

There is evidence that teaching style can be affected by a teachers’ punishment
history. Teaching style is known to have significant effects on student learning.
Research shows that students of teachers who have indirect teaching styles demonstrate
greater academic progression. Because teachers using an indirect style help students
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clarify their own ideas they are more likely to become self-directed learners. When
they are encouraged to express their ideas and when their ideas were incorporated into
activities they showed more growth in knowledge acquisition and more positive
attitudes toward learning and the teacher (Lipitt and White 1943).

In a study carried out to investigate whether factors experienced in childhood
such as punishment and reward had any impact on teaching style Cohen (1999) found
that there was a strong positive correlation between reward and indirect teaching style;
those student teachers whose families used mostly reward strategies to effect
compliance perceived themselves to have an indirect teaching style. There was no
significant correlation between teachers who perceived themselves to have experienced
control in the form of punishments and perceived teaching style but this could have
been because their perceived style may have been influenced by their perceptions of the
social desirability of reward as opposed to punishment. It was also found that middle
class Caucasians were more likely to have experienced control in the form of rewards
than any other group. Older female students were also more likely to have been highly
rewarded and to perceive themselves as having an indirect style.

The research literature indicates that discipline orientations whether they are
punishment or reward oriented are indeed learned in student teachers’ family of origin.
The emotional association connected to these internalized orientations would render the
intellectual approaches to changing them through academic training largely ineffective.

Discussion
This review of the literature on the development of student teachers’ classroom
management orientations has confirmed that classroom control is a major concern.
Their academic training encourages them to adopt a liberal humanistic approach to
classroom management but the public schools generally encourage a more authoritarian
approach. The result is that most student and neophyte teachers will adjust their
classroom management style to be more consistent with that of the school they are
working in.

Most pre-service teachers enter teacher education programs with traditional
beliefs about the nature of knowledge, about children and how they learn, about
teaching and about discipline. These are challenged by the liberal, interpretivist
perspectives of their academic programs. The second socialization process occurs as
they begin their student teaching experience in the classroom. At this point student
teachers find themselves in a power struggle not only between themselves and their
pupils but also between two very different academic domains. The student teacher may
be seen to have to perform a balancing act on a tightrope of power. Using their past
experiences and their prior beliefs as a balancing pole they must create a teaching style
that will help them maintain equilibrium between the two orientations.

There is evidence though that some students may enter the teacher training
program already possessing this most progressive worldview. In Sandra
Hollingsworth’s (1989) study, Chris held beliefs that were more consistent with critical
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theory than with the interpretivist stance of his supervising teacher. At the beginning of
his teaching experience he feels that it is wrong for adults to impose on children the
kind of knowledge they believe to be best for them to know:

“Kids know what they want and need. Why do we try to force our
structures on them.” (Cited in Hollingsworth 1989, pi71).

A little later on in his student teaching he begins to struggle with the conflict
between his beliefs and those of the program. In response to his cooperating teachers’
reaction to his perceived “loose managerial style” he says:

“Student teachers are expected to be clones of their [cooperating]
teachers. That’s what learning to teach is all about. If we follow
right behind her and do what she’s doing she’ll think we’re doing a
good job, and the [program] supervisor will think we’re doing a good
job. The we’ll be stamped as “competent teachers”. Our individuality
is lost.” (Cited in Hollingsworth, pi75).

Finally he sees that in order to pass his practicum he has to change his teaching
style and he begins to become overly firm with the students.

“Is this what teaching is all about? I dread coming here. I’m killing
these kids. I’ve sold out to the program to make other people happy
with me and get [the opportunity] to teach, but I’ve lost the joy of
working with kids. They don’t like me and I don’t like them. I want
out.” (Cited in Hollingsworth, pi 75).

With his lack of structure in the classroom he was judged to be too liberal in his
approach. Under heavy pressure from his college supervisor and his cooperating
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teacher he was encouraged to adopt a more authoritarian position and find a managerial
style that maintained what his supervising teacher felt was the “right balance” between
custodialism and humanism. In the constant tug-of-war between the interpretivist and
positivist positions what was ignored was the very question of control that could have
helped Chris to develop a pedagogical style congruent with his own critical stance and
with progressive postmodern thinking.

Meanwhile adult power and control go unquestioned and unchallenged in the
research literature, issues that critical theory places at center stage; issues that are rarely,
if at all, addressed in the research literature on pupil control and classroom
management. In none of the studies cited was there any discussion of power and its
distribution. Most concern themselves with the type of control strategies student
teachers use. The interpretivist position encourages student teachers to teach their
students autonomy, self-control, and self monitoring skills, and to allow students to
participate in discussion around discipline. The studies look for ways to help student
teachers maintain those new management orientations in the more authoritarian
conditions of the public schools and the research has undeniably identified some very
useful approaches for this purpose. For example if student teachers are trained in an
inquiry oriented training program (Tabachnick and Zeichner 1984), if they are provided
with good role models (Hollingsworth 1989), and if they are given the opportunity to
examine discipline orientations in their family of origin (Cohen 1999 and Kaplan 1992)
they will be more likely to maintain humanistic orientations to classroom management.
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Conclusion
In the power struggle between the interpretivist and positivist perspectives there
are some hidden race and class issues. In Cohen’s (1999) study it is demonstrated that
there are race and class differences in discipline styles in family of origin. It seems
perhaps that the interpretivisit perspective may represent middle class approaches to
discipline more closely than it does working class (also Breslow Rubin 1976) or African
American approaches (also Lubeck 1996). Donna Dehyle (1992) provides evidence
that the attrition rate of Native American students is caused to a large extent by the
discrepancy between Caucasian teachers’ interpersonal style and classroom
management approaches. Teachers employing white, middle class discipline strategies
and teaching approaches may unintentionally be making it more difficult for students
from other social groups to succeed in school.

This review of the literature provides evidence that have important implications
toward teacher training programs. The space for the possibility for preservice teachers
to try on new perspectives, new possible ways of being teachers and students may be
created through providing them the opportunity to examine their own preconceived
notions and biases about discipline and the origins of such beliefs, and providing role
models in the form of supervisory teachers and cooperating teachers who model for
them how to openly address issues of power and control with colleagues, students, and
parents.
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From the literature just reviewed it is apparent that preservice teachers enter
their teacher education programs with already deeply ingrained constructs of who a
teacher should be, how they should teach, and how they should relate to students.
These constructs have proved to be extremely resistant to new perspectives promoted by
teacher education programs. Apart from leaving us with a rather depressing view of the
effectiveness of teacher education it also poses a serious problem for school reform.
Under pressure from the realities of the classroom pre-service teachers rapidly abandon
their new college learning and fall back on what they already know teachers to be and
do.

The research on student teachers’ orientations to behavior management shows
that there are very strong situational pressures causing them to adopt more authoritarian
and controlling relationships with students. The extent to which a preservice teacher
will conform to the institutional norms depends on many factors but certainly one very
important influence is the habitual relationship patterns learned in the students’ early
childhood that get refined, reinforced, or readjusted through subsequent relationships
with significant others within this specific cultural context.

In order to identify possible ways to interrupt the cultural reproduction of
authoritarian teaching styles the focus of the next section of this paper will turn to
reviewing literature on the nature of self and how it is constructed.
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The Nature and Construction of Self
Across the academic domains there is a certain amount of disagreement about
what a self is and how we come to know it. Psychologists generally adhere to the view
that there is some essential component of a self that resides inside the person that is
simply just there. According to Sigmund Freud our self is the function of the dynamics
between the id, ego, and superego and that most of our self remains hidden from us by
our habitual defenses. The amount of self we are aware of depends upon the strength of
our ego. Another perspective is that the self is at least partly socially constructed.
William James (1890) proposed that there are two components of the self. A social self
and an individual self, a subjective ‘I’ and an objective ‘me’. Charles Cooley (1902),
however, proposed the theory of “the looking glass self’ suggesting that we understand
ourselves simply as a reflection of how others see us. Irving Goffrnan (1971) takes this
idea further in claiming that the ‘self is on loan from society.

Jerome Bruner (2002) suggests that if there is any essential self it would be
nothing more than the primitive identity in the form of the sense of existence that other
mammals would have. He believes the self that we know is constructed and
reconstructed according to the demands of the situation or perhaps even the ranges of
situations we find ourselves in.

“We find ourselves in drawing from our stored memories of past and
predicted future events.Telling oneself about oneself is like
making up a story about who and what we are, what’s happened, and
why we are doing what we are doing” (Bruner 2002 p64).
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If we are not able to do this then we do not experience ourselves as a self in the
objective sense. Dysnarrativia is a condition associated with an inability to understand
stories or make stories about the self. People with this condition are often described as
“scooped-out” or “de-souled”. Their one main symptom is the inability to read others
minds. They have no sense of others as selves and no sense of themselves as a self.
According to Young and Saver “Individuals who have lost the ability to construct
narratives have lost their selves” (Cited in Bruner, 2002 p86).

Self-making is not a solitary act, it is also partly based on how others see us and
the culture in which we are raised. We make, or construct, ourselves based partly on
how others see us particularly the cultural messages of what a self could be, should be,
and should not be. In as much as we are constructed by culture, the way we construct
ourselves affects others and in so doing ultimately affects the culture we live in. As
Bruner asks “Is empire affected by the long reach of self-narrative.” (p65). He believes
that we make our understanding of reality fit our beliefs about how we come to know
our reality. Perhaps, as Quine suggests, ontology does recapitulate epistemology
(Bruner 2002).

Narrative Theories of Self
If we accept the premise that the self is socially constructed within our
relationships with significant others in specific cultural contexts then we need a theory
that can explain why we experience the self as a stable psychological entity. Damon
and Hart (1988) provide an account of the self from a cognitive perspective. By coding
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the representations that people use in the process of self description they identified
seven aspects of self understanding. The objective self has four components; physical,
active, social, and psychological. The subjective self has three components; continuity,
distinctiveness, and agency. They also identified four developmental levels for each
aspect. All aspects can be represented in a 28 cell grid that plots all the aspects of self
understanding at the four developmental levels (Wortham 2001).

However, as Wortham suggests, conceptualizing the self in this way ignores the
way we use multiple voices for self and others depending on the specific context. He
describes this kind of theory of self “monologic” as it fails to take account of the way
we position ourselves in interactions.

McAdams (1993) and Freeman (1993) both reject the rigid categories proposed
by Damon and Hart because they can’t account for the evolving and emerging selves
found in narrated descriptions of self. They claim that the best way to understand ‘self
is through narrative autobiography and that we gain a coherent sense of self because we
construct coherent stories out of a range of actions and experiences that are our lives.
Different stories can be constructed by bringing particular actions or events to the fore
and emplotting them into a narrative and this can affect the narrator. The establishment
of self-coherence is therefore a dialectical process. As we select certain elements of our
life’s actions and experiences for narration we gain a sense of a coherent self.

45

Furthermore, there is no limit to the number of stories that we can write about
our own life and so there is also no limit to the number of coherent selves we could
construct for ourselves from our life experiences (McAdams 1993, Freeman 1993).
McAdams and Freeman both offer a description of an emergent self and they also
acknowledge that these narrative stories are part of a larger cultural context which puts
a limit on the kinds of self that are appropriate within that specific culture. However,
although they describe an emergent self they do not describe the ways we construct our
self through our social interactions, neither do they offer a systematic examination of
the influence of the cultural context. They also still claim that the self is constructed
inside the individual; that there is some form of “central story” (Wortham 2001).

There are many arguments that suggest that these theories of an independent self
are part of Western values, but as Gilligan (1986) and Belenky, Tarule and Goldberger
(1986) have demonstrated the Western self may not be constructed as a strictly
independent being. Women tend to construct their identities or their sense of self in
relationship with others. Indeed, none of us can ever be totally independent.

While Freeman and McAdams claim that we position ourselves in the narrated
event in the way we, as the storyteller, use language and social categories and reflect on
our relations with others, Wortham (2001) points out that a major part of our sense of
self coherence occurs as a result of the way we position ourselves interactionally.
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Bakhtin (1981) suggests that a coherent sense of self comes from the habitual
ways in which we position ourselves with respect to others. One of the ways we can do
this is through what he calls ventriloquation. By this he means the process through
which we position ourselves by speaking through the voices of others. As we voice and
ventriloquate narrated selves we identify our past selves as recognizable types of people
engaging in recognizable types of relationships with others in the narrative.

“The ideological becoming of a human being in this view is the
process of selectively assimilating the words of others we use
particular words that will index particular social positions and the
ideological views of those who habitually use those words”
(Wortham 2001).

To become a self one must speak, and in speaking one must use words that have
been used by others. So Bakhtin suggests that we construct ourselves by selectively
assimilating the words of others and by using words that will indicate social positions
including the use of specific words that are associated with people who are located in
these positions and the world views that they hold.

Wortham believes that we position ourselves interactionally while telling the
story and also at the same time through narrating our positions in the story we are
telling. Wortham calls this “the parallel between represented content and interactional
positioning” and he suggests that we do this through the process of enactment. The
positioning of the story telling self towards past selves can also be enacted without
being represented explicitly. According to Silverstein (1998) and Irvine (1996) the way
we represent voices and relationships in our autobiographical narratives can come to
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organize the story telling event itself. Because of the way these voices and relationships
are represented and enacted narrators and listeners often reenact relationships similar to
the ones represented in the narrative during the story telling event.

Wortham suggests that the represented content of narrative autobiography and
enacted positions interrelate in the following two ways; 1) Represented voices of the
past selves lie on a trajectory leading to the ventriloquating narrator. It is the
positioning of the narrator in characteristic ways through ventriloquation that the
narrator partially constructs herself. 2) Represented voices can be mapped on to and
thus organize the interaction between narrator and interlocutors. If this positioning gets
repeated habitually it can shape the narrators’ self.

Wortham also draws a parallel between the process of enactment and
transference in the analytic setting. For Freud patients enact with their analyst the
relationship patterns that they developed through their relationships with significant
others in their past. The repeated reenactment of these relational patterns can cause us
to become ‘stuck’ and it can also lead us to pathology. Through enacting a particular
role we simultaneously project on to the listener the role of the other half. For Freud,
the way we narrate the representation and the way we enact them is the function of a
psychological self that has been shaped by our past relationships with significant others.
Wortham believes though that we construct ourselves and others by the way we position
ourselves with regard to them. In response to the way we have positioned them they
may re-position themselves in the relationship with us. We gain a sense of stability by
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arresting the positioning through desired “characterization and typification” of others
and therefore ourselves.

This brings us to the necessity of systematically studying the cultural influences
in the self construction process. Because we enact cultural typifications through our
interactions with people in our daily lives we also construct ourselves. Much of our self
is constructed around culturally represented types, our displays of emotion and even our
desires are heavily influenced by culture (Foucault 1985). There is much research
evidence to suggest that we can’t assume that even our emotional displays are primarily
derived from underlying psychological structures.

Dialogical theories of self suggest there is no meaning outside of language.
According to Lacan (1977) the infant is bom into a world that is created through
language and it is at the point in development when they come to recognize themselves
in the mirror that they leam to make meaning of themselves through language; it is
through language that they develop a sense of self. Poststructuralists also suggest that
language consists of a range of discourses emanating from powerful societal institutions
such as law, medicine, education, and the family (Weedon 1997). These discourses
structure specific ways of knowing, being, and relating. It is these discourses that
provide the words or the language, with which we apply meaning to events in the world,
to ourselves and others; how to know, to be and to relate in socially appropriate way
particularly with respect to relationships of power.
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Drawing insights from George Kelley’s (1955) personal construct theory Gregg
(2006) suggests that identity consists of a44.. deep structure underlying a set of
homologous binary oppositions” (p64). In his analysis of an interview with a Fortune
500 business man he demonstrates how individuals tend to make sense of the world and
their position in it in relation to others through the use of bipolar constructs drawn from
prototypes, or social stereotypes. The business man used a limited set of binary
oppositions to describe his corporate culture so positioning himself with regard to
others. These binary oppositions represented culturally valued constructs.

Wortham draws on the work of Michael Silverstein (1998) to show a parallel
between cultural rituals and narrative. Culture is maintained partly through ritualized
events. Ritual events maintain a culture not just through the representation of important
concepts and social relational patterns but we also enact these through participation in
these rituals. Ritual creates ways of understanding social events through the describing
and enacting of the participants. When a person both describes and enacts a powerful
set of voices she establishes her self as that kind of person for herself and the audience.
She becomes that person.

Wortham identifies a parallel between the way a culture maintains itself through
ritual performances and the ways individuals maintain a sense of self when they both
describe and enact voices while they narrate their autobiographies. He therefore
proposes that our experience of a self comes from the way we narrate our
autobiographies.
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So in Wortham’s view the self is constructed, maintained, and transformed
through the following aspects of autobiographical narration;

1. Emergent patterns of narrated voices for the self and salient others.
2. Ventriloquation of these voices.
3. The positioning of the narrator to interlocutors in the storytelling event.
4. The parallel between represented and enacted patterns.

In addition to positioning their narrated selves with respect to salient voices
autobiographical narrators also ventriloquate these voices and thus position their
storytelling selves.

Wortham’s account of the self as created through narrative offers us the tools for
, «

the systematic study of the way we construct ourselves in our interrelationships within
our specific cultural setting. While acknowledging the powerful and enduring cultural
influences on what a self can, should, or should not be, this model also suggests that
there are infinite numbers of ways in which we can create and re-create ourselves by
emplotting the significant events of our lives and position and reposition ourselves with
respect to past and present relationships. He concludes that it would be more useful to
think of the self as a process as opposed to a product. It is not something that we can
achieve but rather its stability is something that we create in the habitual ways we
interact with others in our social environments.
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Our selves therefore, are created and re-created within specific cultural milieus.
Through the process of narrative biography we are offered the opportunity to
systematically observe how we have selected certain events and relationships from our
lives to create a trajectory that affords us an enduring sense of self Once we
understand how we have constructed ourselves through the selection of events and the
habitual ways we have positioned our self towards others in the past and in the present,
then we can become aware of other possible trajectories, other possible ways of being
and relating. As we come to understand the cultural pressures to be and to relate in
specific ways we can make choices about whether to conform or not.

As many writers have suggested our lives are only constrained to the extent we
allow them to be. The system of oppression can only exist so long as both the oppressor
and the oppressed agree to maintain it, and according to Pinar (1980):

“The oppressors existence as a class is contingent upon the
willingness of the oppressed to accept the status of both.”
(Pinar, 1980 pi 78).

As we become aware of our previously unconscious patterns or stories their
power over our lives is destroyed or at least diminished. We come to understand that
we are choosing them. It may be that within our particular sociohistoric context the
consequences of changing our behavior patterns may be too great. But we at least come
to recognize them, the forces that have shaped them and are possibly still shaping them
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and we also realize that we are free to choose to continue with them or to change them
or to select different ones. In that choice lies our power, our autonomy.

In order to identify possible ways to interrupt the cultural reproduction of
authoritarian teaching styles the focus of the next section of this paper will turn to
reviewing literature on the narrative construction of self and research using biography in
teaching and teacher education.

Becomine a Teacher: A review of Research in narrative biography
From their review of the recent literature Carter and Doyle (1996) identify two
main perspectives on what it means to become a teacher. Viewed from the perspective
of programs and policy makers, becoming a teacher is the process of obtaining
credentials and acquiring skills. Another perspective is that of biography. From this
perspective becoming a teacher involves transforming an identity, adapting personal
understanding and ideas to fit institutional realities, and deciding how to express oneself
in classroom activity. Becoming a teacher means more than acquiring skills, it means
becoming the role of a teacher. There is a general acceptance of the notion that
knowledge is socially constructed; that we construct our own knowledge in specific
cultural contexts. As a result of many years of experience in education we construct
and internalize robust teacher and student scripts or roles. As a result of the strength of
these scripts, new information that is inconsistent with those scripts is likely to be
ignored or easily forgotten.
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Traditionally aged preservice teachers in the United States have co-constructed
themselves as students in a culturally defined relationship with teachers for most of
their life. They arrive in their teacher education programs with a clear idea of what the
teacher role is and should be. This is who they are expecting to become. As they begin
their student teaching practice their new learning from their teacher education classes is
challenged by the expectations of their students and other professionals in their
educational setting. It should be no surprise at all to find that they rapidly fall back on
their well ingrained teacher scripts. The research in student teachers’ orientation
towards classroom management shows that there are very strong situational pressures
on them to adopt authoritarian and controlling relationships with students. The extent to
which a preservice teacher will conform to the institutional norms depends on many
factors but certainly one very important one is the habitual patterns of relationships
learned in their early childhoods that get refined and reinforced or re-adjusted through
subsequent relationships with significant others.

The vast majority of the research on preservice teachers’ behavior management
orientations has relied on objective scientific methods that try to identify particular
skills or techniques for pupil control. Teachers and students become objects of study.
Teachers are viewed as educational tools that simply need to be equipped with the right
set of skills. What has essentially been missing from the research on teaching are the
teachers themselves, that is, their subjective experiences as teachers and as students.
What is gained through objective study are the technical skills, what is lost are the
human beings inside the students and the teachers. This is not meant to deride the
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scientific method nor underplay the value of studying the technology of teaching. This
is just to identify the need for studying the subjective experiences of teachers and
students in order to learn how they are making sense of their experiences in the
classroom (Butt and Raymond 1989).

The growing interest in phenomenology has yielded new research tools for the
purpose of analyzing the subjective experience of teaching. Although the life history
method has been around for a very long time it is only relatively recently that it has
become adopted by many academic fields. Literary theory, phenomenology,
hermeneutics, legal theory, feminism, theology, therapy, developmental psychology,
social work, anthropology, gerontology and anthropology are just a few of the academic
fields that now accept narrative as a major component of the meaning making process
(Gergen, cited in Wortham, 2002).

Berk (1980) argues that while logical positivism essentially assesses schooling,
biography assesses education and that the biographical studies of students’ lives would
provide an assessment of the real educative merits of schooling. Similarly Butt and
Raymond (1989) argue that biography can reveal not only teachers thoughts and
feelings about what they do but can also reveal how past events in their professional and
personal lives are influencing their current thoughts and actions in their classrooms.

According to Butt and Raymond a particular strength of biography when used
longitudinally is its ability to record the development of teacher thinking as it happens.
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Also the collaborative nature of biographical studies provides an opportunity for
constant feedback that could correct possible researcher biases. The collaborative
nature of biography provides for teachers’ expressed need to have someone else help
them make sense of what they are doing and researchers need biographies to fill in the
gaps left by the empirical method. It can also create collegial relationships between
teachers and researchers rather than the traditional vertical relationships found in most
empirical approaches to research.

It also encourages reflection and development and the possibility of finding new
solutions to problems. According to Gitlin (1990) the traditional relationships between
teachers and researchers has been alienating, denigrating teachers’ personal knowledge,
silencing their voices and conveying the impression that only researchers can produce
teaching knowledge. Goodson (1994) also makes the point that revealing how teachers
experience their work can raise consciousness about the conditions that are not
conducive to student learning.

“Narrative inquiry is .... a process of collaboration involving mutual
storytelling and re-storytelling as the research proceeds. In the process
of beginning to live the shared story of narrative inquiry, the researcher
needs to be aware of constructing a relationship in which both voices are
heard.” (Connelly and Clandinnin 1998 p4 cited in Carter and Doyle 1996)

Butt and Raymond (1989) emphasize the benefits of collaborative inquiry. As
teachers listen to each others’ autobiographies in a group setting it can serve to
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stimulate memories and so enrich the process. Hearing one another’s experiences,
thoughts and actions can increase all the participants range of meaning making.
Butt and Raymond (1989) carried out two collaborative studies and they found
that the teachers’ knowledge was shaped by their experiences as “children, parents,
teachers, cultural backgrounds, personal and professional experiences and peers (Butt
and Raymond 1989, p413). They also found that their early experiences had the most
powerful and persistent effects. Both teachers found their pupils to be a major influence
on their teaching.

Research into preservice teachers’ personal belief systems has been carried out
by Cole and Knowles (1993a), Holt-Reynolds (1992), Knowles and Holt-Reynolds
(1991). Some have used metaphor as a way to access pre-service teachers’ and
beginning teachers’ personal histories (Knowles 1994; Bullough 1994; Bullough and
Stokes 1994). This approach to research has also informed the literature on teacher
socialization and teachers’ problem-solving strategies and coping skills (Knowles
1992).

The work of Cole (1990), Knowles (1993), and Knowles and Holt Reynolds
(1991) has provided data on the internal dialogues through which preservice teachers
interpret their college learning and classroom experience and how they construct their
understanding of their predicted teacher behaviors. This internal dialogue derives from
beliefs constructed in their personal histories in their families, schools, peer groups, and
classrooms.
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Crow (1987) used the personal history method to study the socialization
processes of becoming a teacher. She found that all four participants in the study came
to the teacher education program with a very strong “teacher role identity” that served
as an organizer to help them make sense of their socialization into the teacher role. She
also found that these preservice teachers used their teacher role identities to project
themselves into “imaginary classroom contexts.” (Carter and Doyle 1996). Those
projections were very robust even in the face of challenges from their classroom
contexts. They still believed that their teacher role identities would serve them better
when they have classrooms of their own.

Building on Crow’s work, Knowles (1992)..

“argued that formative experiences, including those with families,
in schools, in prior teaching experiences, and with significant others,
and the meanings or interpretations assigned to these experiences
lead to a schema (i.e., an organized way of thinking about teaching).
A schema, in turn is used to project a framework for action, which
in turn, coalesces into a teacher role “identity”, (Carter and Doyle
1996 p 127).

This teacher role identity had a major impact on their problem-solving decisions
and actions. It also predicted the success of their early teaching experiences. It was
found that these preservice teachers actively constructed their role identities from their
past experiences by imagining themselves using particular practices in the classroom
and then trying to imagine being a student experiencing that kind of practice.
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It was also found that they ignore teaching approaches that differ from their own
experience and theoretical approaches presented by teacher educators. They also had a
limited view of the range and diversity of students’ capabilities and interests. HoltReynolds’ (1992) study of the history-based beliefs of nine secondary education
preservice teachers enrolled in a reading methods class that promoted practices that
were student-centered, constructivist, and process-focused. It was found that these
preservice teachers rejected the instructors’ premises on independent learning. They
argued strongly for a teacher directed approach to teaching science as the literature was
too hard. Students used their own prior beliefs to evaluate the truth-value of their new
learning. When the instructors’ beliefs were in conflict with their own beliefs they
rejected the instructor’s perspective.

Through their biographical research Knowles (1992, 1994), Knowles and HoltReynolds, (1991), Bullough (1989), Bullough, Knowles and Crow (1989), Bullough and
Stokes (1994), Cole (1990), have all noted that when preservice teachers begin to work
in the classroom, their personal history-based beliefs come up against classroom
realities and are challenged, feelings and images of their own prior experiences as
students are evoked. As they encountered the realities of the classroom they tended to
adopt more traditional roles.

The research also shows that student and beginning teachers often blame others
when they encounter difficulties and they isolate themselves from their colleagues.
Their coping mechanisms also reflect their personal histories. These researchers all
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demonstrated the strength and tenacity of personal history-based beliefs shaping the
ways that preservice teachers make sense of their courses and their classrooms. Their
struggle is a struggle of identity as they try to become teachers. Therefore they suggest
that methods that can help preservice teachers identify their preconceptions such as
writing personal histories, dialogue journals, open discussions of beliefs would be
necessary.

Goodson (1994) and Britzman (1986, 1991) argue the importance of including
an analysis of the social-historical contextual influence on biography. They suggest that
preservice teachers’ institutional biographies are evoked as they return to the classroom
and will profoundly shape what they learn and how they will teach. Unless these
institutional biographies are critically examined they will perpetuate the cultural
reproduction of authoritarian teacher practices. This reproduction tends to happen even
if the intentions of the preservice teachers are to change the conditions of teaching.
Britzman believes this happens because the political and organizational processes in
schooling are not made the object of inquiry they are invisible. They need to be made
visible and rendered problematic.

“They enter teacher education seeking technical answers to how to
teach and find little value in their more theoretically informed
coursework. In student teaching, this orientation is reinforced by
the pressure to survive in demanding circumstances and by the
atheoretical culture of school situations. They come to believe in three
“cultural myths”; (1) that everything depends on the teacher, (2) that the
teacher is the expert, and (3) that teachers are self-made.”(Carter and
Doyle 1996 pi 28)
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Britzman stresses the central importance of getting preservice teachers to
understand their institutional biographies and the role they play in preventing them from
successfully transforming their classrooms.

“Prospective teachers need to participate in developing critical
ways of knowing which can interrogate school culture, the quality
of students’ and teachers’ lives, school knowledge, and the
particular role biography plays in understanding these
dynamics.” (Britzman, 1986, p 454 cited in Carter and
Doyle 1996 pl28).

Carter and Doyle suggest that there are two main arguments for the use of
personal narrative in teacher education. 1) Understanding ones’ personal narrative can
help one understand the meaning we make of our experiences and to become aware of
views and practices that are emancipatory. 2) Concern for the fragility of teacher
education initiatives in the face of the tenacity of personal history-based beliefs. By
experiencing these beliefs preservice teachers can come to terms with them and teacher
educators can design pedagogies that can deal more effectively with them. Suggested
strategies for doing this include written life story, drama, art, or dance, and metaphors
or images, recalling significant events. They also recommend that personal narratives
be constructed collaboratively.

“A genuinely and intensely collaborative relationship is needed
to provide a context that encourages remembering and a high
degree of personal support in coming to understand one’s life story.
Needless to say, teacher education based on personal narrative is
quite labor intensive and personalized with small groups of teacher
educators and teachers working closely together.” (Carter and Doyle
1996 pi 36).
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According to Carter and Doyle there is little research into learning from the
personal stories of others and also very little on classroom management and other
procedural aspects of teaching.

From the research reviewed here on the construction of self it seems that the self
is socially constructed within our relationships with significant others in specific
cultural contexts. We create an enduring sense of self by constructing coherent stories
from a range of events and experiences and emplotting them on to a trajectory
extending from the past into the future. Another powerful influence on our sense of self
is the way we position ourselves in regard to others in the narrated event and also the
ways we habitually position ourselves with regard to our audience in the storytelling
event. This habitual positioning can also influence the audience and shape the nature of
the relationship with the audience.

Furthermore, there are seemingly limitless ways in which we can write and re¬
write the stories of our lives. For teacher educators this could open up new ways to help
preservice teachers retain their new learning and apply it in their elementary school
placements. Collaborative narrative autobiographies offer the potential for helping
teachers identify their ‘stories’ and open up new ways of being and relating. A method
that seems to be particularly effective at helping people write and re-write their lives is
the circle process.
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The Circle Process
There are many different kinds of circles that have evolved over the millennia
through the practices and philosophies of many native cultures around the world (Stuart
1997). The type of circle process that will be used in this study originated in the
Northwest Territories of Canada where it is used extensively for sentencing, conflict
resolution and building healthy communities.

In Canada Rupert Ross, a Crown Prosecutor, was becoming increasingly
frustrated with the way the traditional Canadian justice system was apparently doing
more harm than good in the Aboriginal communities on his circuit. He began to ask
Aboriginal women how they traditionally punished offenders. To these women the idea
of punishing offenders was not part of their cultural traditions at all. In aboriginal
cultures people who harmed others did so out of ignorance or out of distress. Their
approach to “offenders” therefore was to educate them or to heal them. It was also
understood that any offence is not just an offence against one other person, it also
involves the whole community. It is also understood that everyone in a community
bears some responsibility for the offence happening (Ross 1996).

Gradually the Canadian government has been allowing Aboriginal communities
to deal with ‘crime’ in their communities in their own ways. Following the success of
these approaches to justice, restorative initiatives have been spreading to many nation¬
states of the world with significant success. According to Barry Stuart;
“In New Zealand, within four years, the introduction of
the Family Conference reduced the number of young offenders
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before the courts from 13,000 to 1,800 cases a year. In Puerto
Rico, the community based Pence Platt project is credited with
reducing young offender crime by 47 percent in communities
served by their projects. In Japan, where community volunteers
working in crime outnumber offenders and where criminal
justice policies rely extensively upon voluntary community
associations to reintegrate offenders into the community,
recidivism is among the lowest in the world. In Genesee
County, New York, where the community is involved in all
aspects of the system, from attending to victims’ needs to
counseling offenders, the county jail population has been
drastically reduced.” (Stuart 1997, pi3).

These are just a few of the many stories from around the world . About ten
years ago Franklin County Massachusetts also began using sentencing circles as part of
their reinventing justice project that is funded by the State Legislature. It was an
attempt to improve court and community relations in the county. Sentencing circles are
just a small part of this project. There are also probation boards that offenders can be
referred to after disposition where they get to work through with community volunteers
how they came to commit the offence and what kinds of support they need to prevent
recidivism. One of the problems with the probation boards is that after disposition
offenders are sometimes less motivated to make the changes in their lives necessary for
change as they often feel they have already paid their ‘dues’.

For an offender to be referred to a sentencing circle they must be pleading guilty
to the crime and they must be showing genuine remorse. They will be prepared for the
sentencing circle by participating in a support circle. The victim is also offered a
support circle to help restore their lives and they are also invited to meet the offender
face to face in a healing circle prior to the sentencing circle. The participation of the
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victim/s in the healing circle is not required but usually they want to. Any member of
the community is welcome to the healing circle as crime always hurts everyone in a
community. The healing circle usually happens just prior to the sentencing circle where
the offender/s, victim/s, if they wish to be there, community members, and the judge
attempt to achieve consensus as to what the sentence should be. Once consensus is
achieved the offender will appear in court and the judge will officially pass the
sentence. If any member of the circle opposes the sentence or any part of it, it will be
put before the judge in court for sentencing in the usual way.

Stemming from the restorative justice initiatives in Franklin County are many
other uses of circles, for conflict resolution, in schools, for town meetings, and family
conferencing. In Cheshire County, New Hampshire there are ‘circles of support and
accountability’ to help young offenders transition from detention back into the
community.

The main feature of the circle process is the consensus approach. Whether
consensus is reached or not is unimportant. It is in the process of working together
towards consensus that we build healthier communities. According to Barry Stuart
(1997):
“a circle process striving towards consensus is designed to
• encourage all significant interests to be represented and respected
• Allow parties to deal directly with each other
• Provide an equal, effective voice to all parties;
• Create a safe problem-solving environment that generates frank, honest,
respectful exchange of fears, concerns, interests and aspirations
• Provide a forum that builds better relationships, forges new partnerships,
and fosters cooperative innovative problem-solving.” (Stuart 1997).
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From this it may be seen that the circle process models good educational
practice. It creates a safe and equitable environment in which all the participants’
thoughts and feelings are placed at the center of the problem-solving event.

Another feature of circles that creates a place of equality of voices is the use of
the talking-piece. As the circle keeper poses a problem or a question they pass the
talking- piece around the circle giving everyone an equal opportunity to speak without
interruption or judgment. I have found this one of the most powerful tools available for
creating an atmosphere of respect and equality in the undergraduate class that I teach. It
not only encourages the diversity of perspectives necessary for growth, it also gives
people who need longer to process information and frame a response the time to do so.

According to Kay Pranis (2001), as we tell our stories in the circle format we
have the chance to reflect on the assumptions, thoughts and ideas under-girding those
stories and we also have the opportunity to see the choices that are available to us and
the chance to re-write our stories from that point onwards.

“Sharing from our own personal experiences, especially stories
of pain or struggle or stories reflecting our imperfections can
radically change how we see one another and therefore radically
change how we relate to one another. When the way we are
relating to one another is harmful, as in many conflicts,
personal narrative storytelling may create new ways for the
parties to see one another which make resolution of the conflict
possible.” (Pranis 2001 pi).
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In a residential neighborhood in Oregon there were plans to build a transition
house for sex offenders. This proposal was met with great hostility by the residents so
they were invited to a peacemaking circle to discuss their concerns. The keeper read a
story about a village of carved wooden animals called Wemmicks. The Wemmicks had
special ways of judging and labeling one another. Those with imperfections had to
wear gray dots. The keeper then asked if any of the participants ever felt they had more
than their fair share of gray dots. She shared stories about things she had done in her
life that she was not proud of. The participants then all shared their stories of shame,
alcohol and drug abuse, of not being smart enough or athletic enough, and of having
children taken out of the home by child protection agencies. They then began to discuss
the sex offender transition house. The first concerns were about property values but
then participants began to share personal narratives about sexual victimization. Many
of the offenders also shared their experiences of victimization to show that they also
understood the pain of victimization. Until that moment neighbors, husbands, and
friends were unaware of the pain and suffering of the people they shared their lives
with. They expressed more concern for one another and they also found that they could
relate to the sex offenders in ways they would never have thought possible. The
sweeping judgment they had made about them dissolved and they decided to support
the transition house.

At the end of the meeting a woman turned to one of the sex offenders and said:
“Thank you. You have been the catalyst to get me to look at myself.
I have spent months thinking I hated you and all sex offenders. In reality
I have been hating myself. Welcome to our neighborhood.” (Cited in
Pranis 2001 p5).
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After this she found herself a support group and began working on her abuse issues.

The circle process that has evolved in many indigenous cultures over the
centuries provides a unique opportunity to transform our selves, our relationships, and
our communities. They can also offer a space for preservice teachers to explore the
ways in which they are constructing themselves as students and as teachers and expose
them to other possible ways of being teachers and relating to students.

Conclusion
This review of literature has examined some of the research on student teachers’
orientations to classroom management. There is a strong tendency for preservice
teachers to begin their teaching experience with liberal minded and democratic ideals
about what their relationships with their students should be. However, after experience
in the classroom they rapidly become more authoritarian and controlling. One reason
for this is explained as the socialization into the typically authoritarian school culture
but another part is the teacher scripts student teachers have learned through their own
experiences in education. These scripts have proved to be very resistant to the new
educational philosophies and pedagogical approaches promoted by teacher education
programs.

From the review of literature on the self it seems that there is much agreement
across many academic fields that we create a cohesive and enduring sense of self from
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the meanings we have attached to significant events in our lives and constructing a
trajectory extending from the past into the future as we tell our life story. Another
powerful influence on our sense of self is the way we habitually position ourselves with
respect to others, not only in the narration but also in the story telling event.

Our selves are created and recreated within specific cultural milieus. Through
the process of narrative biography we can systematically observe how we have selected
certain events and relationships from our lives, and the meanings we have attached to
them, and how we habitually position ourselves towards others in the past and in the
present. As we come to understand the cultural pressures to be and to relate in specific
ways we can make choices about whether or not to conform. This can have far reaching
societal implications, as many authors have suggested, oppression can only exist as long
the oppressed continues to agree to their status.

Becoming a teacher involves more than acquiring knowledge and skills, it also
requires becoming the role of teacher. The robust teacher scripts that preservice
teachers have learned from a lifetime of experience in education causes their new
learning to wash out very quickly as they begin to work in the classroom. The extent to
which a preservice teacher will conform to the institutional norms depends on many
factors but certainly one very important one is the habitual patterns of relationships
learned in their early childhoods that get refined and reinforced through subsequent
relationships with significant others. Hearing one another’s experiences, thoughts, and
actions can increase the range of meaning making of all the participants.
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The circle process provides a very effective way for people to share the stories
that are their lives and to examine other possible ways of being and relating that can
lead to healthier relationships, and communities that are based on mutual respect and
care as opposed to dominance and control. Through the process of collaborative
narrative autobiography preservice teachers can examine their “institutional
biographies” or teacher scripts and interrupt the cultural reproduction of authoritarian
teaching styles.
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CHAPTER 3

RESEARCH DESIGN AND METHODOLOGY

Introduction
In the literature reviewed in the last chapter on the development of preservice
teachers’ orientations to behavior management there is very little critical analysis of the
power relationships in elementary school classrooms. This study will explore with pre¬
service teachers the ways in which their stories have shaped their lives. There was a
particular emphasis on the ways they have constructed themselves as students and the
ways they construct themselves as teachers and the issues of power in the
student/teacher relationship. A circle process was used to help participants identify
these relationships in their own and each others’ stories. Versions of this process have
been used by many indigenous cultures throughout the millennia and some circle
processes have become a major tool for conflict resolution and peacemaking in these
cultures. Sharing our stories through the circle process is also an important tool for
change both at the individual level and the societal level. Sharing our stories reduces
social distancing and stereotyping, it also helps us to see the complexities of each others
lives and our common struggles (Pranis 2001). The particular model of circle process
that is used in this study has its origins in the Northwest Territories of Canada.

As a supervisor of preservice teachers in elementary education, I have noticed
that many of them have a particular concern with classroom management. This
concern stems from their struggle with their changing role from student to teacher. It is
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a major goal of the teacher education program to help preservice teachers become
critically aware of the issues of power that reside in the relationships in elementary
classrooms so that they can engage in the process of striving towards the creation of a
community of mutual respect and equality that models democratic principles rather than

*

one based on dominance and control.

In this chapter I will describe the approach and research design, the sitting,
participants, and procedures. Because the circles yielded so much data I have decided
to include in this chapter a reflection on the process of data collection instead of
presenting the data in chapter four. Full transcripts of the data from the circles are
provided in Appendix H. Following the reflections on the data gathering process there
is a description of the analysis and management of the data, including definitions of the
terms used in the analysis.

Overall approach and research design

From a critical theory perspective, informed by the writings of Freire, Foucault,
Memmi and Giroux, this qualitative study takes a critical phenomenological approach to
explore the ways in which the meanings preservice teachers have attached to significant
life events have shaped their perceptions of themselves and their relationships with
young people in their classrooms. It was hoped that by identifying the ways in which
they have perceived and responded to significant events in their lives they will be able
to consider how this has shaped their present experience and may be a significant
influence on their future. It was also hoped that by doing this they would become
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sensitive to the ways in which the young people in their classrooms are constructing
themselves and to help them identify alternative constructions; extra choices or options,
other possible ways of being.

There is mounting evidence of the power of narrative to shape and transform
lives. Researchers from many diverse fields such as psychology, anthropology,
women’s studies, gerontology, and education now recognize that narrative
autobiography is pivotal in the meaning making process (Gergen 2001). Pinar (1980),
Cohen (1996), and Withered and Noddings (1991) have also emphasized the
importance of narrative autobiographies in education in particular. It is not just the
representational power of autobiographical narrative that is transformative however, it
is also the interactional positioning that the narrator assumes in relation to their
audience that has a powerful effect on self-construction (Wortham 2001).

The life history method therefore would be the most appropriate approach to
elicit student teachers’ interpretations of significant life events and to analyze these in
this particular social historical context from a critical postmodern perspective. There
are many definitions of the term ‘life-history’ which is also sometimes known as the
‘biographic’ method (Tierney 2003). It may be defined by its purpose, its method,
theoretical vantage point, or disciplinary perspective. Some have defined it as any
account of a persons’ life in whole or in part that is written by another person.
However, as Tierney (2003) argues, any account of an individual’s life must also
include an analysis of the social political context of that person’s life because lives are

‘constructs’ embedded in social forces that restrict some people’s lives and privilege
others. Our individual identities are shaped by specific power relations. Hatch and
Wisniewsky (1995) propose that it is the “analysis of the social, historical, political and
economic contexts of a life story by the researcher that turns a life story into a life
history” (pi25 cited in Tierney 2003, p295).

Identity then, is a social construct that is contextually and historically framed,
even our emotions are shaped by the cultural context in which we are raised (Foucault
1973, 1985, Weedon 1997). It is therefore not appropriate to use the way we define
identities today in order to define identities of the past nor identities in different
cultures.

Thus life histories have great potential to go beyond the naming of ‘silenced’
lives and making visible the histories of those groups that have previously been ignored.
v

The power of life history lies in its potential for recreating identity:

“a goal of life history work in a postmodern age is to break the
stranglehold of metanarratives that establishes rules of truth,
legitimacy, and identity. The work of life history becomes the
investigation of the mediating aspects of culture, the interrogation
of its grammar, and the decentering of its norms (Tierney, 2003
p306).

It is now generally understood that when we do life histories we are creating
data as opposed to ‘discovering’ it, and that our own identities play a central role in the
creation of data. Our own prior experiences, our beliefs and biases will shape the
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questions we ask, our observations, and our interpretations. There is no point during the
research process that our own selves are not shaping what we find. As Rinehart (1998)
reminds us:

“How we choose to name other people and groups_how we
categorize them_often tells us more about us, about our
stance in how things are, than it does about any truth of who they
are. It tells more about that which is true of the namer.” (p201;
cited in Wortham 2003, p303).

It is crucial therefore that we analyze why we are choosing to write what we
write. It is important also to understand the partial, fragmentary and shifting nature of
identity so we can create a text that will help the readers to see how identities are
wrought from the many conflicting meanings that we apply to the events in our lives.
Seen from this perspective, identities are less static, less fixed in time, but constantly
evolving in response to different social circumstances. They are filled also with
alternative realities and meanings that can impact society by developing liberatory
consciousness and emancipatory practices. The truth value then of the life history or
the representational function is far less important than the emancipatory impact it can
have on the lives not just of the narrator but of the researcher and the readers also.
According to Smith and Watson (1992):

“The autobiographical occasion.becomes a site on
which cultural ideologies intersect and dissect one another,
in contradiction, consonance, and adjacency.” (p xix; cited in
Wortham 2003 p 304).
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This critical phenomenological study explored with preservice teachers in
elementary education the ways in which they have constructed themselves and are
constructing themselves around issues of power with a particular emphasis on the ways
in which they have been constructed and the ways in which they are constructing
themselves as teachers and as students and the impact this has on their relationships
with young people in their classrooms.

Growth-promoting circles offer an ideal setting for the collaborative exploration
of the stories that are our lives because they provide a supporting, nurturing community
where there is equal power between the participants and the circle keeper. In this kind
of environment our shame, blame and judgment are critically reflected upon.
Participants are encouraged to examine their own internalized shame and guilt and how
this has shaped their lives.

Setting

The setting for this research was a large public university in New England. It
was chosen because it has a large teacher education program preparing elementary
school teachers so there would be a large selection of participants to draw from. This
university has a diverse student body with students from a wide range of social and
economic backgrounds, ethnicities, and nationalities.
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Participants
There were twenty education minors entering the fourth year of their
undergraduate degree and the first year of their teacher education program which
promotes a philosophy of collaborative inquiry into critical multiculturalism. The
participants were preparing to enter their first pre-practicum training in elementary
education. They were asked to participate in a one-credit weekend workshop as a pre¬
requisite to entering their placements in the Fall. This pre-practicum experience
required them to spend two full days a week in an elementary school classroom. They
were notified about the weekend workshop by their cohort leader in the spring before
the summer vacation.

Letters of informed consent were mailed and emailed to the students (see
Appendix A). The letter informed them they would be awarded one extra credit for
participating in the initial two-day orientation circle and offered them one more extra
credit to participate in the support circles that would meet four times during the
semester, each circle was estimated to last approximately three hours. Those students
wishing to participate in the semester-long study were invited to contact the researcher
for possible times for the initial interview.

The participants were mostly white and middle class. They were all
traditionally aged college women with an approximate age range of 21 to 24. Although
the university has a very diverse body of students the field of elementary education
itself has traditionally very limited diversity. From a study by the U.S. Census Bureau
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in 1997 it was found that 83.3% of elementary teachers are female, only 9.9% are
African American, and 4.8% are Hispanic. One of the participants was Indian, she was
adopted from India as a baby by academic middle class, white, heterosexual parents.
Another identified herself as Hispanic and one as Armenian-American. One other
participant identified herself as Italian-American. All of the participants were residents
of New England and all but one were residents of the same state as the public
university.

Confidentiality was protected in three ways. Firstly the participants were given
pseudonyms to protect their real identities. Secondly, in the data analysis stage, their
identities were only known to the researcher. The researcher alone had access to the
tape recordings from the interviews and the circles. Thirdly, peer confidentiality was
established through the circle process where consensus was sought about the meaning
of the word ‘confidentiality’. They were also informed that they were free to not
participate in the study at any point without incurring any risk to their academic
standing.

One problem that was predicted was that the researcher was also a support
member for the pre-practicum that these student teachers are about to begin. Although
it was continually stressed that the role of support staff is to support and not to evaluate,
that the researcher was not a grading authority, and that the pre-practicum experience
was not graded, there was still a considerable level of anxiety that reduced the level of
sharing by the participants. Another problem impacting specifically the two-day
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orientation circle was the presence of the cohort leader and placement coordinator who
also taught their literacy class.

Denzin (1989), Goodson (1994), and Kompf (1993) all claim that there are
serious political and ethical issues involved in collaborative personal inquiry and
disclosure. These can have far reaching implications for personal disruption and
interpersonal dynamics:

“Novices and experienced teachers are being asked to express
their private thoughts to public scrutiny in a context in which
the real agenda is to change them in some specific direction
defined by the teacher educators.” (Carter and Doyle, 1996 pi38).

Although this study did seek to discover the changes that preservice teachers
make to their identities efforts were made to resist putting pressure on them to change in
an overly prescribed way. It was hoped that by making available to them other
possible ways of being teachers they would choose a way that is more congruent with
the ideology of this particular teacher education program. However, it was also
emphasized that there is no right or wrong way of being a teacher and that who we
become as teachers is determined to a large extent by our previous experiences and
relationships and that we can choose to re-create all or parts of those experiences and
relationships or to change what we want of them.

Because the recalling of significant life events can raise painful experiences that
for some people may be too overwhelming for their psyches. The participants were

advised of this possibility and that they would be offered support from the circle. They
were also given information about the mental health services and crisis support services
available free to students at the university.

Another ethical issue raised by Kagan (1992) which is particularly pertinent to
this study is that at this stage of their development student teachers are wanting
procedural knowledge; they want to know how to teach, how to organize their
classroom, what to say to students. When they are given only critical theory or
epistemology that challenges their identities and their beliefs about knowledge; when
they are being asked to ‘deconstruct’ or ‘dismantle’ the very profession that they have
been working so hard to gain access to, it can be expected to increase anxiety.

This circle process however offers support for this process as we all struggle
together with who we are as unique human beings and who we are in the process of
becoming as teachers. One of the most beneficial and powerful effects of using the
circle format to collaboratively construct our autobiographies is that it can offer all
participants new possibilities for changing their situations and their lives.

The circle format that was used in this study has been adapted from the
sentencing, peacemaking, and community building circles that are used extensively in
the Northwest Territories of Canada. This growth-promoting circle was similar in
process and structure to the ‘circles of support and accountability’ that are also used in
Canada and throughout the United States. In these circles offenders are encouraged to
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reflect on their actions and examine how they came to believe what they ‘know’ about
themselves and the world. They are offered support from other community members
and everyone together critically analyzes the part they all played in the creation of the
offence. Everyone then works towards creating a more respectful and equitable,
inclusive community and the ‘offender’ has an opportunity to learn other possible ways
of being a member of that particular community.

Although, in this growth-promoting circle, there were no ‘offenders’ the purpose
was to work together to examine how we have become the people we are in our
relationships with significant others in our past as well as in our relationships in our
current social situation and try to find other possible ways of becoming teachers.

Procedures
There were two phases of data collection. Phase one was the preliminary data
gathering process. Each participant was interviewed to yield background data about the
their relationships within their family of origin and the quality of their relationships
with teachers in their elementary schools. It also yielded data about the ways in which
the participants have made sense out of some important events in their lives and how
this has shaped their appraisal of subsequent events.

Phase two was the primary data gathering process. The circle process was used
as a tool to help participants identify the ‘stories’ that they have constructed about
themselves through their interpretations of the significant events in their lives. The
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circle process creates a space in which there are no hierarchies; no privileged
knowledge. There is no judgment and no shame. Through the sharing of their stories
all participants have access to multiple perspectives and experiences and many different
ways of interpreting the same phenomena. The participants would be able to empathize
with the experiences of others and to also experience the empathy provided by others
when they share their own stories. The sharing of personal narratives also offers the
opportunity to identify the cultural narratives embedded within the personal narrative;
for participants to discover the cultural bases of our personal narratives. Because the
process of data gathering yielded too much data to be analyzed in any one chapter I
have decided to include in this chapter a summary of the data. For full details of the
data yielded from all the circles see Appendix H.

Phase I: The Interviews

Fourteen of the twenty students in the fourth year cohort agreed to participate in
the study. Thirteen of them were interviewed. Participants were asked to bring with
them to the interview a short, bulleted autobiography including a significant incident
that happened in early childhood in relationship with their primary caregivers, a
significant incident in middle childhood that happened in relationship with their
teacher/s, and a significant incident that happened in adolescence also in relation to their
teacher/s. Participants were asked to bring a drawing of themselves in their family of
origin and another in the ‘perfect’ family. They were also asked to bring a drawing of
themselves in elementary school and another drawing of themselves in the ‘perfect’
elementary school. Adler (1982) believes that drawings can act as a projective
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technique to reflect on the feelings and attitudes of people towards other people and
situations. It can also express the group values prevalent in the cultural environment.
Weber (1995) found that this approach is key to helping people make sense of their life
situations.

The fourteen participants were asked to talk about their pictures and why they
chose to draw what they did. They were then asked about their relationships with their
family of origin and in their schools especially with regard to conflict resolution and
discipline. The interview assumed an open-ended approach with the minimum of
guiding questions. Open-ended questions were posed such as “Tell me what it was like
growing up in your family.”, “Tell me about the discipline practices in your family.”,
“Tell me a story that would illustrate how your family handled conflict.” The
interviews each took approximately one hour.

Reflections on the interviews
One of the greatest problems I encountered in conducting this study was
scheduling time for the pre-workshop interviews. Part of this problem was brought
about by the difficulties encountered in contacting the potential participants before the
beginning of the semester. Letters were mailed to their permanent addresses which
were, for the most part, the homes of their parents and not all of the participants were
living at their parents’ address during the summer months. The same letters were sent as
email attachments to their student email addresses which many do not check regularly
during the summer. Many of the participants therefore did not receive the invitation to
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the study until they arrived back on campus at the very beginning of the semester. For
the few who did and who were eager to participate the scheduling for the interview
prior to the weekend workshop was relatively easy. For the rest it was very difficult to
schedule a time for the pre-orientation circle interview. One of the participants,
Jasmine, was unable to schedule for the interview and so this data is not available for
the study. For several participants the extra credits offered for participation were not
necessary for them as they had already planned their credits for graduation in the spring.
Several participants reported that although they initially weren’t interested in
participating in the study, when they arrived on campus and discovered that other
members of their cohort were participating they decided to participate at the very last
minute. This may have been because they believed that it might improve their grade
and thus their chances of gaining admission to the Teacher Education program (TEP) in
the Fall.

Because most of them did not receive the invitation until they actually arrived
on campus there were only four days in which to schedule fourteen interviews, some of
the interviews therefore, felt rather rushed as in several cases they ran back to back.
The participants also felt very rushed as they had many things to do in the first few days
of the semester. Several, also because of the rush, forgot to bring their pictures and
their written narratives which were a useful tool for prompting deeper reflection.
However, some of these participants drew their pictures while they were talking and this
also proved to be very useful in encouraging deeper reflection.
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Through the interviews it became evident that the participants were cautious
about disclosing any information about themselves or their families that didn’t reflect
the most favorable picture possible. They narrated their childhoods as being the most
wonderful time and, without exception, their parents as loving caring and supportive, in
fact in all but two cases they were “perfect” and they “couldn’t have wished for
anything better.” Even the two participants who had conflicted relationships with one or
both parents made light of these difficulties minimizing the impact of this on their lives.
Due to technical difficulties the interview data from one participant, Charlotte, was not
recorded.

Phase II: The Circles
The whole fourth year cohort of preservice teachers were expected to participate
in a one-credit, two-day orientation circle, eighteen of whom actually did participate.
The first day was a Friday from 9.00am to 5.00pm, and the second day, Saturday, ran
from 9.00am to 3.30pm. For full details of the plans for the circles see Appendix C.

There were two main objectives for the first day. The first was to identify
stories through analyzing the significant events of our lives, and the second was to
identify each other’s stories. The objectives for the second day were to identify the
ways our decision about the significant events have become our stories, to identify other
possible decisions leading to different stories, and to consider how to help children
change their stories.
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The two-dav orientation circle
Day One:

The students began arriving before 9.00am. They were very quiet as they chose
a place for themselves in the circle and put their belongings down. When invited to
help themselves to refreshments a few of them did so.

After welcoming them and thanking them for their punctuality I explained to
them what the purpose of the circles was. I then provided them with some background
to the circle process, its history and purpose, and then I introduced the talking piece and
the basic rules of the circle process. After explaining about the tape recorder and
addressing the participants comfort I began the warm-up activities.

As a warm-up activity designed to help them become familiar with each others*
names we did a soft-toy toss. This is a game where participants toss soft toys back and
forth across the circle while calling out the name of the person to whom they are
throwing the toy. Following the soft-toy toss the participants began to relax a little and
seemed intrigued about the circle process. There was time for three rounds with the
talking-piece before the break. The questions were designed to help the participants
become accustomed to using the taking piece, to help them to connect with each other,
and gain confidence in speaking in the circle. Although they were designed as warm-up
activities they yielded valuable data for the purpose of triangulation.

Round 1: If your life was a movie what genre would it be?
The participants were beginning to speak a little louder, they were gaining
confidence and the atmosphere was more light-hearted. They were beginning to share a
little more of themselves. Most of the genres were comedy or drama or a mixture.
There was a lot of laughter. Still many are speaking so quietly the tape-recorder is not
picking up most of what they say.

Round 2: What is or would be your favorite vacation?
With this question they began to be a little more present. As they shared their
stories they began to emerge as individuals. Most wanted to spend a vacation with their
family at the beach. Some wanted to travel abroad and a few wanted to go camping or
hiking. The participants were still unusually brief in their storytelling so there was time
to ask another question before the break. This question was a little more challenging,
requiring them to think a little more deeply about themselves.

Round 3: Share a story that illustrates who you are.
I shared first about the time I was mistaken for a serial murderer and was chased
by police and local heroes across Northern Ontario. While sharing their stories the
participants spoke loudly and clearly and they took their time to illustrate who they are.
There was a lot of laughter. After this activity the participants had a ten-minute break.
When they returned there was a lot of chattering and they seemed more relaxed and
comfortable. I was impressed by the depth of their sharing already.
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The next activity was to establish the group core values. This is an essential
group building activity and one that I have found to be enjoyed by every circle whether
it is part of a restorative justice initiative, a women’s empowerment group or a child
development class. It is not very often that we have the opportunity to meet as a group
of people and decide how we want to be together if we are being our best possible
selves. I find that this activity usually takes about an hour. In some circles it can take
days. It is the foundation of the group so usually circle members feel the need to come
to consensus over the exact meaning of each value before they agree to accept it. This
group of eighteen people took just over twenty minutes to come up with their core
values. Another ten minutes were devoted to trying to establish consensus over the
meaning of the values. It was my perception that there was very little thought put into
this activity. It seemed to me that they just wanted to agree with each other so they
could move on to the next activity.

The next activity was the silent consensus. This too was completed in record
time. Most circle keepers schedule this activity in a two hour period before lunch so
that circle members are highly motivated to come to consensus so they can have lunch.
This activity was again completed in twenty minutes. Everyone agreed to accept the
still life sculpture after a very few passes with the talking piece. I felt very frustrated at
this point because this activity is designed to bring up uncomfortable feelings so we can
get to see what the problems are with the consensus process, where these feelings come
from and how they might impact our lives in other ways.
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Nobody seemed willing to share any feelings I wasn’t sure if they were even
aware of having any. I reflected to the group what my feelings were. I always quit
early and it was hard for me to go against what I perceived as the wishes of the group
and get up and move a piece so we could keep going longer. I usually find myself
feeling frustrated during this activity because in my experience there are always a few
individuals who will keep going literally for hours and will not agree to anyone else’s
arrangement. I usually watch and wonder about whether or not these individuals are as
controlling in other areas of their lives and I reflect on my willingness to let go of what I
want for the sake of others. This group did not do this. They came to consensus in
minutes and were not willing to or perhaps not able to reflect on any feelings that came
up during this activity.

For the next two activities I wanted to begin to have them think about the
significant events in their lives so that they could begin to see that it is not the events,
not our caregivers reactions that shape us but rather it is the meaning we make of the
events and our caregivers responses that shape us. In a group this size there are usually
similar stories that people have interpreted differently so that this will illustrate this
point. Unfortunately this did not happen in this group. There were similar stories but
they all made sense out of them in the same kind of way. For the most part they were
very nice stories and their parents were very wonderful people.

Round 4: Share a story about a memory of childhood between the ages of three and
five that is significant because of the way that a primary caregiver reacted.
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I shared a story first and then passed the talking piece. When the talking piece
returned to me I introduced them to the concept of the ladder of inferences and modeled
for them how to separate the ‘facts’ from the decision I made about myself.

Round 5: Share your story again this time separating the facts from the decisions.

Instead of doing this they all shared another story that illustrated how caring and
supporting their parents were. At this point I wished I had a second talking piece that
would have allowed me to interrupt them and re-state the question, as it was I just let
them continue. The next activity I had planned was to share how the decisions we made
about ourselves came to be our story or recurring theme in our lives but as they had not
identified these decisions I decided to skip that activity and go straight to telling stories
that may reveal similar relationship patterns between them selves and their teachers that
they had with their parents.

Round 6: Share a story about a significant event that happened in school.
This round yielded a great deal of useful data and so did the following question.

Round 7: How have the decisions we made about ourselves with our caregivers
affected how we have interpreted the events that happened in school? Is there a
connection?
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They shared stories that showed a very strong connection between the ways they
construed their parents and the way they construed their teachers, however only two of
the participants articulated that they could see a connection.

After this round there was just time for a closing and then the participants left
for the evening. I felt very frustrated at the end of the first day because I was hoping
that they would have been able to identify their stories and it seemed to be that they
were never going to be able to. I decided to revise the plans for the second day to
include some more experiential types of activities to demonstrate for them the
difference between beliefs and facts. The cohort leader also wanted to spend some time
considering values and the social origins of these values.

Day Two:

The participants seemed eager to be back even though it was a Saturday
morning and I welcomed them and invited them to share any reflections on the previous
day. Most participants shared how the experience had made them realize just how
much they appreciate their parents. Jasmine shared that it brought up a lot of painful
memories of school and she had spent a lot of the night reflecting one why she was
wanting to become a teacher.

Round 1: What were some of the things your parents did that you really wish they
hadn’t and how has this influenced you?
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All but one of the participants managed to find something that a parent did that
they wished they hadn’t. The most common theme was wishing their parents hadn’t put
so much pressure on them to succeed academically, a few wished their parents didn’t
criticize the clothes they wore or their body shape. After this there was a discussion
about where our values come from. They all identified their values coming from their
parents but had difficulty naming where their parents got these values from.

After this we did the spectrum of beliefs (See Appendix D). I called out some
commonly held cultural beliefs and had them stand along a continuum from strongly
agree at one end of the room to strongly disagree at the other end of the room.
Afterwards we shared how we felt about the activity and how they were all beliefs, they
were not truths even though we hold them very close to our hearts and they shape who
we are and how we relate to one another. I asked them to reflect on how the beliefs and
values we hold as teachers may have an impact on students whose families don’t share
the same values and beliefs. This question prompted deep interest and reflection
although only a few participants were willing or perhaps brave enough to share.

After lunch we did the ‘story’ activity (see Appendix E). I informed them I was
going to read them a story and then give them an assignment and they were to come to
consensus about how to respond. This activity usually takes two hours. Again it was
completed in twenty minutes. They immediately agreed to agree to answer the
questions. Again there was very little processing of the activity. It was designed to
demonstrate how easily we make assumptions and prejudgments.
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After a short break there was time for three more questions: Tell a story about a
difficult interaction or a problem you’ve had with a child, separate the facts from the
assumptions. This time I didn’t pass the talking piece, I let them pitch in, and quite a
few participants did so. Unfortunately due to technical problems the tape-recorder did
not record this last part of the circle. The next question I abandoned as they didn’t
appear to be able to identify their stories so the final question was: How do you see
yourself using what you’ve learned here? For the most part they said they were going
to be cautious about making assumptions about students. After this there was a closing
and the participants left.

Reflections on the weekend

The reluctance to disclose any possible ‘negative’ aspect of their interactions
with their parents proved very difficult to break through. The first day of the workshop
the participants answered the questions very briefly again painting the most harmonious
picture of their families. None of them were able at this point to identify the decisions
they made about themselves as a result of their primary care-givers response to
significant events in their childhoods. It is my perception that most of their need to
present the best possible image of themselves was because they were all competing for
limited places in the TEP program. Also for the most part these young women came
from families that reflected very strongly white middle class values and the importance
of “good strong families.” These, as I found, were the lenses through which they
constructed themselves. Their values, their perceptions of the world are the way it is
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and it is who they are. By the end of the second day they were all willing to
acknowledge that there were other perspectives, other ways of being in the world and
that this may cause problems for their ability to reach students from different
backgrounds however I got a sense that to them, their values, which are consistent with
the dominant discourse of education, represent the ‘ideal’ way of being in the sense of
there being a ‘best’ way of being. Which in one sense is certainly true, those who hold
these values will be more likely to be awarded status and power in this society.

For the most part it takes twenty four to thirty six hours of circle process to
create the quality of community and especially the level of safety for participants to be
fully present and connect in their humanity. However, this time was not available for
this study. On the first day I found that activities were being completed very rapidly
with little or no reflection. The silent consensus in particular which usually takes
between two and three hours to complete was over in thirty minutes. It was my
perception that the participants were not willing to compete with one another or it may
also have been that they quickly realized that the sooner they reached consensus the
sooner they could leave. It was certainly a surprise to me how reluctant they were to
reflect on any thoughts and feelings that came up for them during the activity. I
wondered also if perhaps they did not in fact have any thoughts and feelings that they
were aware of as the result of approximately twenty years of formal educational
experience; of needing to be told what to know and how to think or make sense of their
feelings, of the need to get through, to pass this level and gain access to the next level of
power. Their reluctance to share must have also been influenced by my presence and

also by the presence in the orientation circles of the fourth year cohort leader and field
placement coordinator.

Because of time and scheduling restrictions I decided to run two support circles,
each with seven participants, meeting four times for two to three hours across the
semester. This was relatively easy to set up however, for one group, group two, there
was no space available on campus for us to meet so we met in my house. The other
group, group one, met twice in a small, windowless room in the basement of the school
of education and then because of rescheduling for the Thanksgiving break, we met for a
third time in my house also. This group then decided that they would prefer to meet in
this location for the final support circle. As a result of this the two groups differed
slightly in the kind of community they created. The first group who met in the school
of education maintained a more cognitive stance. However, it also happened by chance
that three of the four participants that I had identified as ‘over-achievers’ were in this
group. So the two groups were not entirely comparable. Group two very quickly
created a safe community in which painful emotions began to emerge. Even in the first
meeting fears and insecurities about their experience in the field emerged. In the first
group it took a little longer to emerge. In the second meeting when I invited them to
share a story of a situation that they were struggling with in their teaching only one
student seemed to be willing to share. The discussion moved very quickly to a criticism
of the TEP program and their perceptions of the ‘unfairness’ of it. They apologized for
their perceived appropriation of my space and I sensed that part of this may also have
been because they were feeling uncomfortable about exposing their inadequacies as
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teachers in the face of the rigorous selection processes for admission into the TEP
program.

The Support Circles
Group One
The meetings were scheduled from six o’clock to eight o’clock in the evening
and we were to meet in a small, windowless, basement room in the school of education.
I provided some refreshments as the participants had mostly been taking classes all day
and were teaching in their prepracticum site the next morning. We only held the first
two meetings at the school of education. The third meeting was originally scheduled
just before Thanksgiving and we decided to reschedule it so everyone could leave for
the holiday. We couldn’t get a room to meet on November the 12th so they decided to
meet at my house. After this session they all said they would prefer to have the last
meeting at my house too.

Circle One
The participants seemed very stressed and tired as they entered the room. They
put down their heavy back-packs and started to pour themselves drinks and fixed
themselves a plate of food. They were not very talkative amongst each other. They
mostly wanted information about how often we were going to be meeting and how long
the sessions would be running and if there were any written assignments expected of
them. It seemed to me that they may have been regretting signing up for the study for
just one extra credit. As we settled in the circle waiting for everyone to arrive there
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began to be some small talk. I heard two of them complaining about the amount of
photocopying she was being expected to do.

The first two rounds were designed to create community but they yielded very
valuable data.

Round 1: If all your needs were met, all your financial, physical, emotional
needs were met and you lived in a perfect world, how would you spend your days?

Round 2: Share a story or a book or poem that they felt had influenced your life.
This yielded a lot of very useful data for the purpose of triangulation.

Round 3: What is the ideal teacher? This question was designed to begin to reveal how
they construct teachers. There was a tendency for them to agree with each other during
this round, however they did also articulate their own constructions.

Next I invited the group to share something that had come up for them in their
classroom that made them feel uncomfortable, or a difficult decision they or their
cooperating teacher had to make. I did not pass the talking piece because this was a
‘high risk’ question that I didn’t want the participants to feel they had to answer.
Matilda, Sapphire, Shawnna, and Amanda voiced problems with behavior and wanted
advice about how to respond to student behavior.
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Round 4: To what extent can you be the ideal teacher in your classroom?
Amanda shared that it was difficult to do what you want to do in someone else’s
classroom because of the confusion it would cause the children, and the others agreed.
Margaret and Clarissa said that it wasn’t a problem because they were with excellent
teachers and they just wanted to be like them. Matilda and Shawnna said that they had
very supportive cooperating teachers and they considered that maybe they should ask if
they can do something different. After this round it was time for the closing. The
participants seemed relaxed and refreshed after the circle and said they were looking
forward to the next support circle.

Circle Two
For a warm up activity I invited them to share a movie they have seen recently.
Again, this simple activity yielded some of the most useful data.

Round 2: How democratic is your classroom? How much power is shared?
How much are the students learning to obey rules without question, follow, be told what
to know? How much say do they have in what they learn and how they learn it?

I shared first with my struggle to create a democratic space in the child
development class that I teach. In retrospect I realize that I have asked too many
questions at once. I had assumed they had all considered the meaning of democracy.
As it turned out their definitions of democracy were based on what they have
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experienced of democracy in this country. With one exception the classroom they
described as democratic didn’t come close to my definition.

Next I invited them to share anything that had come up that they wanted to
process. Sapphire shared about some problems she was having with the behavior of
students. This prompted a lengthy discussion that revealed how they construct students.
Only Sapphire articulated having problems, the others shared how they ‘managed’
students. Margaret’s problem was in asking her cooperating teacher for time to meet
with her on a regular basis and then Amanda began a very long discussion about her
problems and anxieties with the TEP program, concerns that the others all shared. This
lasted for the rest of the circle time and the outcome was an agreement to call a meeting
with the faculty to address their concerns.

Circle Three
Circle three met at my house and I invited them to fill in a questionnaire to elicit
the ways they construct teachers and students (see Appendix F). The purpose of this
was to get extra data for the purpose of triangulation. Each participant was given a
large piece of paper divided in half lengthways and quarter lengthways. In the top row
of four cells were the questions 1. How are teachers perceived?, 2. How does this
influence the way you teach?, 3. What are your beliefs about teachers?, 4. How does
this influence the way you teach? In the bottom row of four cells were the questions; 1.
What are the perceptions of students?,

2. How does this influence the way you

teach?, 3. What are your beliefs about students?, 4. How does this influence the way
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you teach? Underneath each question was a column of numbers, 1 through 6. I
explained that what I meant by perceptions of students and teachers was what they
perceived to be the societal perceptions of students and teachers. They sat in silence to
fill in the charts and then shared individually. This took two hours.

Circle Four
For this circle I wanted to find out what was concerning them in their teaching
and what sense they were making out of these concerns. I asked them to ask a question,
answer it themselves and then pass the talking piece for everyone else to answer it. So
everyone got to ask and answer their own question and have everyone else answer their
question too. This was perhaps one of the best techniques I have used for discovering
1

what they are struggling with. It yielded very useful data. The circle took almost three
hours. One of the best things is that they discovered how similar their problems are.
This circle was held in the first week of December so they were very tired and stressed
but they were also very glad to be together for support at this time. They seemed to
really enjoy this circle.

Group Two
Group two had decided to hold all the meetings at my house. They met for the
first time one week after Group One met for the first time so I had time to reflect and
make any changes that I felt would be beneficial for the purpose of collecting my data.
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Circle One
The participants were already relaxed when they entered my house, which is
located about five miles from the university campus. I had a cooked meal ready for
them and they settled down in my living room making themselves comfortable on the
couches and armchairs that were set up in a circle. Some of them sighed as they settled
in among the cushions and looked very relaxed. It was a very different atmosphere
from the circle the previous week in the school of education. While they were finishing
their plates of chicken casserole I began the first round of the circle.

Round 1: Share a story, book or poem that had influenced your life.
Their responses were very much longer and more detailed than Group One’s. So were
their responses to the next question.

Round 2: What is the ideal teacher? They seemed to be having fun with these
questions.

Next I invited them to share anything that had come up that made them feel
uncomfortable or a difficult decision their cooperating teacher had to make. Again I
just them share if they wanted to, I didn’t pass the talking piece. Melissa, who was
perhaps the most shy of all the participants shared first. Her problem was about a
difficult situation that her cooperating teacher had put her in. Freida also had a problem
with other staff in her school. Sophie was the only one who shared a problem with the
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behavior of her students although Frances did share about a problem with a little girl
who she perceives to be “the playground bully.” Toni had no problems.

Round 3: To what extent can you be the ideal teacher in your classroom?
For Sophie it was the behavior of her students that was preventing her form being the
teacher she wanted to be. For Jasmine and Tracey, it was their problems with their
cooperating teacher. Tracey’s problem then became the focus of the rest of the circle
meeting. Everyone learned a lot from each other while helping her to process how to
deal with her problem. There was just time for a quick closing round before they left.

Circle Two
Again the participants arrived very relaxed already and looking forward to the
circle. Round 1: To open the circle I invited them to bring someone to the circle who
had taught them something that they value. I did this to bring the group together and
remind them of their core values. I was beginning to feel that this group was getting too
relaxed and I was afraid they were going to start using the space to air complaints, as
the previous circle with Group One had the week before this, instead of focusing on the
questions for my research. I was struggling with the tension in my role of researchereducator and I applied my agenda in a covert way. This activity was very much
enjoyed by the participants however and it was very effective at yielding data. The next
two questions did not go so well.
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Round 2: What is the purpose of education? This was answered very briefly by
all the participants.

Round 3: How democratic are you classrooms? As with Group One their
definitions of democracy were very different from my own. Jasmine and Toni were the
only ones who said that their classrooms were not in the least democratic.

Next I offered them the space to talk about problems that had come up for them.
They talked about the problems they encountered while subbing. Jasmine hadn’t
subbed but she shared her on-going project that she was doing with her students and the
others were very interested. Sophie shared more problems with behavior again. I asked
them how much their classroom reflected critical multiculturalism and they all groaned!
They really didn’t want to talk about critical multiculturalism anymore. It seemed as if
they are not able yet to see it as a pedagogical approach, it is something that is added on
to the curriculum. However, Sophie shared the science curriculum at her Montessori
school practicum site which is grounded in critical multiculturalism. She was able to
articulate what was ‘critical’ about it.

Round 4: What presses your buttons? The purpose of this was to help them
with the behavior of ‘angry’ children. It yielded very useful data for the purpose of this
study. After this Sophie again wanted the group to help her process the problems she
was having with student behavior.
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I struggled with the tension of my dual role of researcher educator here as I
wanted to get as much data as possible that had the least amount of influence from me.
As an educator I wanted to make suggestions and ask leading questions.

Circle Four
For the last circle they filled in the same charts that Group One filled in (For
responses see Appendix G). This time however, they were not able to remain silent for
long. Most of the time they were not talking about the subject of the questionnaire, it
was mostly small talk. They were very relaxed and they enjoyed the space the circle
provided for bonding and relaxing together. They stayed long after the usual circle time
and so my young son came down stairs and put on the television as a prompt that he
wanted to watch an award show, and it was time for them to leave. When Britney
Spears came on stage it caused a very interesting discussion among the participants that
also yielded useful data. This was the last of the support circles and the participants
were very sad to be leaving.

The Researcher
As the researcher and also as the circle keeper and therefore also a participant in
the circles it is pertinent to provide some information about my background as this will
have a powerful influence on the data.

My purpose was to explore the ways preservice teachers constructed themselves
as teachers and students as students. Motivation to do this was provided by my
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experiences both as a student and as a student teacher. As a student in a large private
elementary school in England I had experienced a great deal of what I perceived to be
abuse both from teachers and students. In my secondary education from age 11 to 18 in
a very small independent school set in the heart of academic North Oxford, my
experience was very different. The school adopted a Freirean approach to education
and there was power-sharing between all members of the school. There were a total of
130 members of the school including all the students, staff and teachers. The school
was required to prepare us for the national GCE O and A-levels. Most classes were
taught through critical discussion and school, national, and world politics were
frequently at the center of the curriculum. Basically, we were daughters of wealthy
academics being prepared to become actively involved in world affairs. I perceived this
experience to have saved me at least partially from the damage done to me by my
elementary education.

After seventeen years of a very difficult marriage I decided to return to
education in the hopes of becoming an educational psychologist so that I could ‘save’
more children from what I perceived to be the effects of abusive educators. Just before
graduating from Oxford with a degree in psychology with education, a new regulation
was adopted requiring prospective educational psychologists to have taught for five
years prior to enrolling in a master’s degree program. So I came to New England to do
my master’s and doctoral degrees in education. As part of my Master’s degree I
decided to become certified to teach elementary education. The school I completed my
student teaching in was a small independent school, an elementary version of my high
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school and I was very excited to have the opportunity to practice the same philosophy
I’d learned in Oxford at the elementary level. However, I found that even in this
egalitarian classroom I quickly became the authoritarian second grade teacher of my
early childhood experience. As a supervising teacher of preservice teachers for several
years after this I witness the same phenomenon in the majority of them.

Through my work with the restorative justice project and the circles of support
and accountability I learned how people can have the same experiences as each other at
the same time in their lives and interpret them completely differently. This is what
inspired me to explore with student teachers how they are interpreting the critical events
in their lives and how this is influencing who they become as teachers and how they are
constructing students.

Analysis and management of the data
Approximately thirty-six hours of tapes were transcribed over the two years
following the collection of data. Because there was so much data for each participant I
decided to analyze only five of them in detail. I selected these five because their stories
were significantly different from each other’s. Their verbal narrative episodes from the
interviews, the orientation circles and the support circles were triangulated with each
other across the semester and also with their written autobiographies, and with their
responses on the questionnaire.

Their narratives were analyzed for how they represented themselves as active or
as passive. Stanton Wortham’s (2001) tools were used to analyze how they constructed
themselves interactionally through voicing, double voicing, enacting, and
ventriloquating. There was particular attention paid to evidence for the influence of the
meanings they have applied to early childhood critical events shaping their current
relationships with teachers and students, the origins of their discipline practices, and the
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ways they construct themselves in relationships of power. Analysis of the data from the
remaining participants was summarized more briefly with attention to the presence in
their narratives of emerging themes and societal discourses which they may be part of
their constructions of themselves.

Definition of terms

Voicing: The words we use that position ourselves socially or position others, for
j

example accents and types of language may place a person in a particular social class,
%

%

geographical location, or ethnic group.

Double voicing: Narrators speak through the voices of others to establish their own
position.

Ventriloquation: Positioning oneself by juxtaposing voices and speaking through
others’ voices. Wortham (2001) uses the metaphor of “refraction” to describe
ventriloquation. A narrator may use the positioning of others’ voices and specific
words borrowed from others that would shed a “ray of light” on the object being
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narrated so that the audience would see the narrator in a specific way. A doctoral thesis
is in large part the ventriloquation of the author through the voices, the words, language,
and ideological positioning of others.

Reference and predication: Referencing things and characterizing them. For example,
proper names, titles, other referencing expressions e.g. “Klutz”.

Metapragmatic descriptors: Verbs of saying, e.g. Spoke, lied, suggested, etc.

Quotation: Includes reference to quoted speaker, metapragmatic descriptor, and quoted
utterance, including different levels of directness or indirectness.

Evaluative indexicals: Any linguistic pattern that stereotypically places a person in a
particular speech community.

Epistemic modalization: The narrator uses language to present themself as holding a
privileged epistemic position. For example a narrator may claim a position of knowing
more than the narrated characters. (From Wortham 2001, pp66-75).
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CHAPTER 4
ANALYSIS OF THE DATA

In this chapter I provide a detailed analysis of five of the study participants
looking for evidence of the influence of the meanings they have attached to early
childhood significant events on later relationships with teachers and students. Stanton
Wortham’s tools were used to analyze how they ventriloquate themselves in the present
context looking for repeating patterns, or trajectories of self, emerging through different
narrative episodes across the semester and in the ways they ventriloquate themselves in
relationship to others in their narratives about the past. Particular attention is given to
their narratives of discipline practices in relationships in their family of origin and in
their relationships with students looking for repeating patterns and how they construct
themselves in relationships of power.

The data collection process was carried out throughout the Fall semester of
2004, and for the previous two years I had been engaged in the process of re-writing my
life following the sudden death of my parents in July 2000. By the Fall of 2004 I was
beginning the process of trying to change the way I constructed myself as a victim of
childhood abuse and at the very beginning of the data collection process I experienced
an assault that led to on-going re-victimization. It was through the process of analyzing
the data for this study, as I was identifying the ways that the participants narrated
themselves into being based on their interpretations of critical incidents in their
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childhoods, and the way they continued to construct themselves in their relationships
with teachers and students that I began to understand how I was constructing myself as
a victim through the language I used to narrate my self into existence, and the meaning I
had applied to the critical incidents in my life. As I began the data collection process I
narrated myself very differently from the way I did towards the end of the analysis.

Echoes of my own childhood stories can be heard in the language that I used to
frame the questions for the purpose of data collection and also in the way I positioned
myself towards the participants as I narrated myself into their presence. In this way my
presence in the study will have influenced the data in many ways. My own story will
resonate with similar stories that may be embedded in their narratives. We all have
multiple stories, multiple possible ways of being and another researcher, with a different
story, would be very likely to detect different stories from the data that resonate with
their own. However, the purpose of this study is to explore the possibility that the way
that the participants interpret the critical incidents in their early childhoods may be
influencing how they construct themselves as teachers and how they construct students.
As the analysis of the data will demonstrate, the way I construct myself will influence
how I construct others.

I feel it is important to articulate at the outset that the data reflects the positions
that the participants were taking up in their relationships with each other and myself in
that particular circumstance, in the context of the circles, in the fourth year of their
liberal arts degrees while in the process of applying for admission to the TEP program
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for their Master’s degrees in education. For full transcripts of the recordings of the
circle meetings see Appendix H.

In this chapter I will provide a detailed analysis of five of the participants. I
chose to do a detailed analysis of Amanda because her story resonated with most of the
other participants, also she was highly representative of the group. She was also very
articulate providing very detailed narratives of her past and present circumstances. I
chose to do Melissa because she provided a good contrast to Amanda’s story. She
narrated her relationship with her parents very differently from the way Amanda did
and this provided very strong evidence of the impact of early relationships with primary
caregivers on later relationships. Margaret also provided evidence of this in the
persistence of beliefs about herself that she formed in relationship with her mother in
the recreation of herself in relation to her teachers. I chose Jasmine because she had a
very different educational experience from the other participants and she constructed
herself differently in relation to students and teachers as a result of her early educational
experience.

Finally I chose to include Sophie in a detailed analysis because she

provided significant quantities of narratives concerning her relationships with students,
illustrating commonly held beliefs among the participants about the power relations
between students and teachers.

Amanda

Two major themes emerged from the narratives Amanda provides that appear to
have an influence on her life in this particular context. One was her story of her
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perceived need to pursue perfection and the other was her story of loving, caring,
supporting parents who are devoted to her future.

Amanda’s story

Evidence for Amanda’s story of perfection first emerged during her interview
when she presented her family as perfect. When I asked her to show me the pictures
she had drawn of her ‘family of origin’ and the ‘perfect family’ she told me she had
only drawn me a picture of her family of origin because she said this was the perfect
family. In the first support circle, when she was asked what was her favorite movie
and why, she said that she likes a movie that is “happy-go-lucky and the end is always
perfect.”

At the same time that she is grateful to her parents and teachers for their support
and encouragement she also regrets that she has always had to be so perfect. When
asked to tell a story about something her parents did that she really wished they hadn’t
she said:

Um I guess like both of my parents, they’ve always had extremely high
standards. Whether it was academics or um the way we act in public, the way
you are with family members, the way you treat other people, and (pause) even
if (inaudible) that can be very demanding to always like have a smile on your
face and always be as perfect as you can be and I mean I-I did make mistakes
but I think it was just like the feeling of pressure to always - like nothing could
be good enough and everything had to be you know (pause) wonderful and
perfect.
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It should be remembered that this was Amanda’s perception of her parents. It
was her interpretation of her parents’ behavior that she had to be perfect. This is the
meaning she has applied to their behaviors and may be one of the most salient beliefs
from which she has constructed herself.

The origins of Amanda’s story

Dialogical theories of the self (McAdams 2006) suggest that life stories are
organized around binary oppositions and although one theme may be dominant in a
story it’s antithesis may also be present in the subtext. Indeed the perception of herself
as being less than perfect is also prevalent in her stories. In several places in her
narratives she spoke of her brother’s superior intelligence. She claimed that others have
always compared her to her brother and that she has always struggled to keep up with
him. Stephen was nineteen months younger than herself and one grade behind her in
school:

[T]hings came very easily for him like he didn’t even have to open a book and
he could tell you anything about everything and I always had to study.

She presented herself as struggling to keep up with him particularly in math
where he was in the same level math class as herself. As an example of how he always
got better grades she said that he got a 96 and she got a 92. As the result of this it
appears that she believed she was not good at math and that her brother was very much
smarter than herself. She claimed that her parents didn’t push her as hard as they
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pushed him because they knew he wasn’t putting in the effort. Her brother used to tease
her about being smarter than her too:

... and um he used to always just do stupid things like ‘Amanda’s grade equals
Stephen’s minus like four.’ Just like used to make me mad.

Amanda’s Student Story
The perception of her brother as being smarter than herself appears to have had
an impact on her perception of herself as a student and also her behavior as a student.
She said she has always felt she was “ in his shadow” and so has struggled hard trying
to keep up with him. She was also very shy about speaking in class:

... so this is what really happened, everyone had an answer, everyone was
willing to talk, everyone had their hand up, and I was nothing. I would sit
there.”

Her perception of herself as being “nothing” appears to be linked to her
perception of everyone else having an answer. This perception is presented again in her
later statement that in the perfect school she would “be a part... everyone else knows, I
don’t.” So it appears possible that her pursuit of knowledge maybe somehow linked to
her sense of self-worth. In the subtext of her story it is possible to detect her perceived
lack of perfection as she compared herself to her brother.

Another echo of her perceived inferiority to her brother and her struggle to keep
up with him may be heard in the following narrative. When asked to share a significant
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event in school she told a story of a “horrible kid” in third grade who used to tease all
the girls:

Um the only thing I can really think of is um third grade. I - there was this
horrible kid in the back and he used to tease all the girls constantly, like to tears.
He was just like a mean, mean person. And in third grade we had to get a shoe
box, fill it with whatever we wanted to put an egg in it, and then we were
supposed to drop it out the window to see if like the egg would break or not and
whoever had the best like cushion or whatever. Well the whole time that she
was explaining what we needed to do for the next day he was like (inaudible)
and whatnot, just being a pest so I didn’t really pay attention until the next day.
I come to school and everyone had their box and I didn’t have mine and I burst
into tears. I’m like (inaudible) she was just like so disappointed and upset that
like I didn’t pay attention. And she didn’t understand that it was like really that
mean kid that was just being a brat um and I ended up like faking sick and like
going home for the day and it was just like traumatic for me so ...

She experienced the non-completion of an assignment as traumatizing. It is
possible that her perceived irresponsible behavior of not paying attention presents an
unbearable contradiction to her sense of who she is, or who she is trying to be. In this
part of her narrative she uses evaluative indexicals to describe the “horrible kid” who
was a “mean, mean person” so ventriloquating herself as a ‘good student’ and also as a
victim of his teasing (Wortham 2001). She also presents herself as a victim of the
teacher’s perceived misunderstanding. Amanda positions herself as victim frequently in
her narratives.

The thought of having to miss class carries a lot of fear still. In the first
orientation circle she shared a self-defining story (Singer 1995) about how she would
rather risk her health than miss one of her undergraduate classes. In the first week of
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school in her freshman year she fell out of bed and suffered a concussion but she could
not bring herself to miss any class time by taking herself to the health services.

‘Oh no, no guys! I’m fine, I’m fine. We have to go to class at college. You
have to go to class at college (Loud laughter from group). I can’t miss the
second day. I need to go there.’ And so I’m sitting there (laughter from group)
and Alicia’s like ‘You should really go to the health services.’ ‘Oh no, no, no!
I’m gonna be fine!’

It is possible that she is using this narrative to present herself to the group as a
conscientious student and also as someone who can laugh at herself. According to
McLean and Thome (2006), entertaining self-defining stories help to break the ice and
position the speaker towards their audience. Most of us find the smiles and laughter
these kinds of narratives generate are rewarding and, according to McLean and Thome
(2006), this also serves the purpose of creating and maintaining intimacy which is a
common purpose of women’s narratives. By offering herself to the group as someone
to laugh at she is presenting herself as less threatening but at the same time her narrative
presents her as tough and determined.

In the second support circle when asked if she had experienced anything that
made her feel uncomfortable she shared her feelings about the teacher education
program. Her perception of the lack of structure in the program caused her a great deal
of anxiety:

You know this TEP thing and I’m not sure if it’s because it says TEP on it or not
But like there are things that I mean we went over it just two weeks ago and I
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mean I was like ‘Uh! Clarissa!’ (inaudible) and all this other stuff, and when
our four journal entries are due, and if they’re graded, and we talked a little bit
about it at home. It’s very loose and like, you know you have to go to your
classroom two days a week, you know you’ve got to do your three lessons, and
then besides that like ‘Good luck to you and at the end of the year you’re going
to get this grade’ or whatever. But we’re not even sure what is consistent like.

In this narrative it is possible to hear echoes of her previously “traumatizing”
experience of not completing an assignment although this time it is the fear that it might
happen due to her perception of the inconsistency in the program rather than the
distraction of a “horrible person.” She ventriloquates herself as a victim but this time it
is through the uncaring, unsupportive voice of the teacher education program. She was
also extremely anxious about the process of admission into the graduate program:

Well this is where it gets funny because I’ve been told that TEP accepts four
different types of people and now the eighteen of us are all the same type of
person. I kind of feel like well we followed the exact same plan of what we’re
supposed to do. Then they take a group of people that are older, that they don’t
want to work in their jobs any more and they’ve decided they want to be
teachers (inaudible), and THEN you get people who are undergraduates and
have no education experience and they want to be teachers so - and then you
have to have non-State University people. And so if you are a non-State
University person with a good GPA from your major, you have no education
classes, you have just as much chance of getting in as you do as us who are like
KILLING ourselves this semester, absolutely going insane for all of this
education stuff, and you’re really like a complete equal with someone who
doesn’t have anything (Professor’s name) explained this to us. That’s just so
frustrating because we’re told this is the TEP plan.

Here again she presents herself as the victim of the vagaries of the admissions
process for the graduate program. This narrative may have been offered not only as a
way to elicit empathy and moral support but also as a means of establishing a
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connection with the rest of the group (Alea and Bluck 2003). It appeared to be
effective to both ends as it initiated a lengthy discussion of the participants’ experiences
of the program, and a new level of safety and bonding was achieved by the group
through the mutual support that was generated.

So Amanda’s story of needing to be perfect appears to be driven at least in part
by her perception of her brother’s superior intelligence. Her struggle to keep up with
him has defined who she is as a student and is causing her a great deal of anxiety as she
narrates herself as “killing” herself trying to get into the Master’s program. The way
she positioned herself towards academics in early childhood has become a habit through
her continued positioning of herself towards her brother.

The data described here appears to be consistent with the theories of Bruner
(2002) and Wortham (2001). Amanda seems to be selecting some significant events
and relationships from the past from which she is creating a trajectory of at least part of
herself into the present.

Relationship with teachers
Amanda’s construction of herself in relation to her brother and her parents has
had a significant effect on who she has become as a student and thus how she constructs
and relates to teachers. Echoes of her construction of her parents can be heard in her
description of the ideal teacher.
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I guess the main thing is a love for the children. I think that in the world we live
in today they almost become a parent to these kids. They have to be role models,
they have to -1 dunno. The ideal teacher has to be like some perfect person who
is just like picked to teach these kids and at the same time you are caring and
supportive and trusting these kids. You have to teach them - you have to teach
them all the subjects and um facts so that they can grow and their minds can
mature and (inaudible).

It is possible to hear in this narrative an echo of how she constructs her parents.
As her parents are perfect and also caring and supportive and as she perceives teachers
as taking a parenting role in children’s lives then it might be logical to assume that a
perfect teacher should be caring and supportive.

A consistent theme in the narratives of the student teachers in this study is that
they often recreate the same relationships with their teachers that they do with their
parents. From a psychoanalytic perspective it may be suggested that they are
transferring their relationships with their parents on to their teachers (Britzman 2006).
Amanda constructs her parents as extremely loving, caring and supportive. They have
devoted their lives to her future and this is how she expects her teachers to be, as can be
seen from her perception of the ideal teacher above. The following narrative provides
evidence that her perceptions of her teachers influences her relationship with them.

But um I think that like no matter what my parents supported me one hundred
percent no matter what my decision was, whatever I wanted to do, um I always
had encouragement and growing up my brother was extremely smart I mean he
still is um but I don’t think because we were so close it was really hard for me to
(pause) even though I was older I was like in his shadow. So I don’t think that
that it transferred, um like how much my parents were behind me into my
schoolroom because I would always look at Stephen do his work right or his
grades. And like he wouldn’t even study and that was how good he was. Um
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and senior year in high school we both had the same math teacher because he
was like a grade ahead in math. And um he used to always just do stupid things
like ‘Amanda’s grade equals Stephen’s minus like four,’ just like used to make
me mad. Um but my teacher came around one day and was asking about like
what we wanted to do. He was just really involved with all of us and he’d come
to field hockey games and um (pause) I wanted to be a teacher and he said ‘Oh
you should really go into math.’ And I was like ‘No, no, no! that’s his strong
point like you know how Stephen is.’ And he was like ‘But you work at it like
we can all see like how much like effort you put into it. And I mean it will
benefit you in the long run because of everything you’re doing to get to the point
where you are.’ And so I don’t think that like even though my parents like keep
telling me that for eighteen years, I don’t think was actually like I didn’t realize
until I heard it - I’d heard it from a teacher who’d seen like Stephen’s academic
skills and my academic skills and I didn’t feel like a strong student until then ...

Wortham (2001) might suggest that what appears to be transference may be
explained as Amanda enacting with her teachers her role that she learned in relationship
with her parents. As can be seen from the narrative above at least one of her teachers
has positioned himself towards her in a similar way to her parents. In other words as
she speaks herself into existence as a dedicated but struggling student she opens up the
space for the possibility that her teachers can become loving, caring and supporting,
dedicated to her future.

From the data presented here Amanda’s perceptions of her relationship with her
parents may be seen as having been a significant influence on how she relates to her
teachers and also to students. From her narratives she presents her parents as devoted,
loving, caring, and supportive. Her father was very involved in all aspects of her life,
and so it seems is at least one of her teachers.
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Relationship with students

Just as Amanda’s story is shaping who she is as a student and her relationship
with teachers it is also shaping her perceptions of students and her relationship with
them. Appropriating the language of Knowles (1992) Amanda has created a
‘framework for action’ from her early experiences with her family and in the classroom
especially the fear of missing class. In the following narrative Crow (1987) might
suggest that she may be projecting her own anxiety about missing class on to her
students.

I dunno like I-I run into the same thing like they will just be sitting there, yeah
group two and it’s like half of the kids in group two are either er, er extra math
help, or extra reading help, or a music lesson, and it’s like ‘okay lesson begins
right now’ and they miss what’s going on um I don't know what to do ..

Anxiety about students being pulled out of class was a persistent theme in
Amanda’s narratives. It is possible that because she experiences great anxiety about
missing class she may be assuming that her students must feel the same way also and
this, to Amanda, may be the cause of their behavior problems.

There is much research suggesting that our relationships with children, our
discipline practices as well as our teaching style are learned not only in school but also
in our relationships in our family of origin, and there is strong evidence of this in
Amanda’s narratives. Britzman (2006), in her psychoanalytic studies of education
suggests that the process of transference is invited by classrooms as it is in the analytic
setting. By this she means that as teachers “we bring our conflicts and demands for
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love with us to investigate the grounds of our relationship with others ... In the
transference, conflicts and wishes migrate to the Other.” (p 133). The studies of Carter
(1990) and Knowles (1993) illustrate how the internal dialogues through which
preservice teachers interpret their college learning, how they construct teachers, derives
from beliefs formed in their families, schools, peer groups and classrooms. Hyman’s
(1990) review of doctoral dissertations revealed that classroom teachers and childcare
workers repeated the discipline practices that they had experienced in their childhoods.
Minde (1980) also found that the quality of relationships children experienced with their
parents predicted the quality of relationships they formed with their own children, and
Kaplan’s (1992) study demonstrates the pervasiveness of student teachers’ personal
punishment histories against attempt to change these through education.

Amanda presents her father as very strict but also very loving. She said that his
philosophy was to give twice as much love as discipline. When asked how discipline
was handled in her family she said.

Um we didn’t do anything wrong (laughs) I-I mean I joke that even in high
school I was never -1 didn’t rebel against anything. I-I didn’t know that I could
... Um we-we would sit down and discuss it but it-it (inaudible) I-I mean I
vaguely remember being spanked once or twice my entire life when I was very
little but like I don’t even remember and that was only if Stephen and I did
something really bad.I-I mean adults are your authority and you - I-I
mean he jokes that give twice as much love as you do discipline. So we got
plenty of discipline but because of that we got like ten times as much love, like I
mean, when you walk in the door you take your hat off as a mark of respect and
the T.V.’s off and it’s family talk time and it’s ‘how’s your day?’ and ‘you’re
going to eat it even if you don’t like it.’ Um but I think because of that if you
have that for eighteen years I mean you are close and he’s very close with his
brothers and sisters and same with my Mom. Part of a huge family but I mean
my parents are wonderful.
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She presents her father as loving and authoritarian but she also presents her
parents as authoritative in that they would talk through any problems she and her
brother might be dealing with and they were also very involved with all aspects of her
life.

Come to them on any questions, I mean numerous talks whether it was sex,
drugs, alcohol, and friends, teachers, anything and everything we could talk to
them and we were assured more than just one time ... it was like sitting down,
them wanting to be a part of it. They wanted to make - know all our friends,
they wanted to get friendly with our friends’ parents. They - um they just
always assured us they would be there no matter what and it didn’t matter we
could come to them, and um even if it was a serious problem they would be
there for us.

The following story illustrates very clearly how she is reenacting with her
students her relationship with her parents.

Um what I was going to say is during my IDD day, um one of the kids was
jumping on a chair and I kind of snapped like, I just snapped and like yelled his
name, and sort of ‘show me a second grader sits - is supposed to sit in a chair!’
And like he did it immediately but then like afterwards I went over and I gave
him a hug and was just like ‘I did this because I want you to be safe in this
classroom’ and like ‘you know you can be safe in this -1 know that you know
the proper way to sit in this classroom.’ And then I, and then I asked why he
was acting up in the classroom ‘what’s going on?’ And I think that because I
hugged him and like took the time to sit down like next to him, like at his level
and talk it out, and he was just like ‘I was afraid that they were going to make
fun of me because I didn’t wanna share and I’m not all done and I really wanna
work on it and blah blah blah’ and its like ‘Well okay just tell me that, you don’t
need to jump on a chair to do that.’ but it - it’s that whole communication thing.
But then um and I was like ‘okay’ and then ‘show me’ and he showed me and
then gave me a big hug (inaudible) and just like things like just - I mean my
parents always said love in discipline and like give twice as much love as you do
discipline. So just like to reinforce it that like you still care about them even
though you are like taking something away or-or reprimanding them.
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By her actions of rationalizing her behavior and expressing her needs and
offering him the opportunity to do the same she has opened up the space for the
possibility for him to be a student who has been misunderstood or who has made a
mistake as opposed to being a ‘bad kid.’ Just as she constructs herself in her
relationships with her parents and her teachers as a ‘good girl’, and a ‘good student’
who also “ .. did make mistakes” so she constructs her student here as ‘good student’
who made a mistake.

Bronwyn Davies (1990-1999) might suggest that she is offering

the student a discourse of ‘misunderstood student’ so creating the possibility that he can
also be a ‘good student’ and this is a discourse that he appears to take on in this
instance. This is also consistent with the research suggesting that it is our early
experiences with our primary caregivers that has the most powerful and persistent
effects on who we are as teachers (Butt and Raymond 1989, Conle 2001, Bullough and
Gitlin 1995).

Amanda’s narration of her self, her parents and her teachers is reflected in the
responses she gives to the questionnaire (See Appendix G). Her perceptions of her
teachers reflect her perceptions of her parents and her beliefs about students reflect
much of how she constructs herself. It is also possible to hear echoes of the antithesis
of her story of perfection in her perceptions of societal perceptions of teachers and
students.
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Narratives of power

Amanda’s construction of adult authority that was formed in her relationship
with her parents echoes strongly through her narratives about relationships with
students. In the following narratives she is offering advice to Sapphire about the
difficulties she is expressing over her relationships with students in her classroom.

Are you seen as an authority from the teacher’s point of view? Like are you like
her -like her co-teacher or does she just think of you as a helper? Because if
she’s like looking at you like as ‘Oh Sapphire will be in tomorrow to help us out
with this.’ And ‘she’s our friend’ not someone of authority then that might be
where the kids are getting it from. And that might be something you might want
to talk with her and just be like I mean I know if my fifth graders call me by my
first name I’d be much more of a friend to them and like.Coz I tutor
in a first grade class on Mondays and Wednesdays and I’m like I am their friend
like they call me Amanda like, and I - but I’m not there to enforce things. I’m
there to help kids that need help and really just get like another experience in the
classroom. But like Westwood, Thursdays and Fridays I’m Miss M., like they
come in the door and they say ‘Hi’ to me. When they leave they need to
acknowledge that they’re leaving me the same way that they do the teacher. Um
like Miss M., like Miss. M.’s teaching her lesson like I -1 don’t know if that
might be just something you want to bring up with her because if she’s looking
down then like the kids are just gonna say well she’s just one of us like not that
you’re one of them but you’re looked at like on that level.

In this narrative Amanda is positioning the teacher as constructing Sapphire as a
helper as opposed to a teacher. It seems that she is placing the blame on the cooperating
teacher for the students’ relationship with Sapphire. She is constructing Sapphire as a
victim of her teacher’s refusal to confer power on her or to construe her as having
power.

Amanda is also presenting the idea that authority is something given, it is
something that is part of the teacher package. She also suggests that this authority is
something that can be given by another teacher who has more authority. She also
suggests here, along with a number of other participants that the name one calls oneself
by will influence the amount of respect given by students. Indeed in this culture
meaning is applied to the use of different parts of our names as an indication of social
distance between individuals. A certain amount of distance is required for the purpose
of control. In this narrative Amanda is also constructing the traditional hierarchy of
power in the classroom (Canella 1997). This is also seen in the following narrative in
which Amanda presents a possible belief that a fundamental part of the role of teacher is
the power to make the students behave in a certain way, also that this power is
something that needs to be given or modeled by more powerful others in order for less
powerful people to know that it has been given.

I think may be that’s something that needs to be discussed amongst the teachers
just like - ‘Well when I’m here on Thursdays and Fridays I need to have as
much say as you do in this whole situation because I’m not getting the
experience that I want to get out of this. I’m not getting learning experience for
feeling like a teacher, or for given this power to like conduct the students in a
certain manner. And if I’m not receiving it from the adults in the classroom how
can I ever expect these kids who are just going to follow what the adults do.

In modeling for Sapphire how to express her needs, Amanda also presents an
example of herself as being assertive. However she is still clearly locates power in
other people who should give some of it to Sapphire so that she can have power over
the students.
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There is a powerful cultural discourse of teacher as authority that hails all of us
as teachers and this is evident in all the participants’ narratives. It presents a powerful
and pervasive influence on anyone who teaches. Evidence of this discourse is
particularly prevalent in Amanda’s narrative self-construction as a student and as a
teacher because of the way she constructed herself in relationship with her parents,
particularly her father. In her interview she told a story of how her father’s mother
passed away when he was very young and being the eldest he struggled hard to
maintain control over his siblings and keep the family together. He learned to be a
nurturer and an authority and this has had a lasting impact on who she is and how she
relates to students and teachers.

Ajiother example of the way Amanda was constructed and is constructing
herself as a student may be influencing her construction of students can be seen in the
following narrative.

Yeah, I completely agree with what everyone’s saying so far, um about teacher
expectations. And I think teaching - that teachers (inaudible) all the students
will do is enough to get by and they won’t be encouraged as much and they
won’t be um (pause) I mean even if they get it right they won’t get excited. It
won’t even matter to them because they are not getting the reinforcement from
the teachers and home like.I mean I’m sure we all have people pushing us
along the way but if they don’t have the people to push them and to give them
the right things they ...

In earlier narratives she told a story of herself as someone who struggled with
academics and needed to be pushed in order to succeed academically. Echoes of this
same story can be heard in this about the reasons for student failure. Crow (1987) might
suggest that she is projecting her framework of action on to students. Davies (1990-
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1999) however, would say that she is participating in a powerful educational discourse
that is steeped in oppressive social class and racial practices.

I am including the following narrative as it provides a good example of her story
in action. It is a story about a “little girl” in her fifth grade classroom who she felt was
being ‘labeled’:

My teacher’s very much, which I hate, like all about labeling. Like oh it just
drives me nuts. There’s twenty-three kids but there’s no special ed’ for fifth
grade at my school. The teacher left last year and they just haven’t replaced her.
So a lot of these kids are in the classroom but there’s this one little girl who, I
guess throughout the past year, has had like major outbursts like, and just in a
second she will snap and she will lose it, and she will scream, and she will tweak
out on everyone in the classroom. And the first day going in there she was like I mean like - I’m just like barely getting to know the kids, and she’s like ‘Oh
yeah you know that girl over - I’d be careful like’ bla bla bla. So like - and
then like - so all these like - in your mind you just like any little thing she does,
even if I don’t - that (inaudible) like grabbing another piece of paper, or like
doodling when she’s supposed to be - like she’s just like ‘Did you see her doing
that?’ like ‘She was ready to go off. I’m getting really nervous.’ And it got to
the point where the teacher had got a walkie-talkie in her classroom to call the
psychologist in case this little girl freaks out, which kind of scared me also. But
so my teacher was gone on Friday and I was the sub for the day and pretty much
like everyone was like - a lot of it was like busy work. They weren’t like major
lessons that I was teaching but this little girl like immediately after morning
circle was like ‘I don’t wanna do this and I want to talk to her there.’ And she
was gone for like an hour and a half in the morning and then came back and
they’re doing this math - screaming ‘I don’t understand this. I never learned
this. I don’t know what to do.’ And then like if you sit and go over it with her
she’s like ‘Oh I like you so much more than Miss - like you sit here with me and
do it.’ And then like you leave her and she’s like (screams) ‘I don’t know how
to do this. I hate this.’ And like we do reading buddies with the first grade at
the end of the day on Friday, and she’s like ‘I don’t want to talk to my buddy. I
don’t want to read to my buddy.’ And so like this poor little first grader is just
like sitting there, and she’s the cutest little girl, and she’s just like ‘No I’m not
doing it!’ And like leaves the room and goes to her counselor and like the
counselor came into the classroom like three different times and so like I don’t
know if it was just that I - because I already had it in my mind - like ‘Okay so
this is how she’s been since kindergarten and its fifth grade and she’s not going
to change.’ Or is it like something’s going on at home, or urn - and there are

128

just - and I think it was just my first real test in front of the classroom without
the teacher there because then you’re like thrown in like with everyone else.
And you can’t sit with one kid the entire day during math because you need to
be there for everyone else. And so what are you supposed to do with the child
that you know has outbursts? And then you, you see one starting and it was just
like I mean - like by the end of the day, when she was flipping out about reading
buddies I was like ‘Oh my God stop!’ like ‘Enough is enough!’ like ‘You
haven’t even been in this classroom more than long enough to have like another
outburst’ like ‘control yourself.’ But I didn’t know like how to get it across
because all these first graders coming in the classroom, people need other
buddies because they were absent last Friday, we don’t have the teacher list, like
does the other teacher have the teacher list? And so there was like about ten
other things going on at the same time, and I know like a huge job of teacher is
like multitasking but to - to like be there for this little girl at the same time and and how to do it when my teacher comes back in to the classroom - how to still
be there for this little girl even though the teacher is kinna like written her off as
like she can talk to her parents or like ...

In this narrative Amanda is constructing the student as a victim of the teacher’s
misunderstanding as she herself once perceived herself to be misunderstood. She also
constructs her as being the victim of an uncaring and unsupporting educational
institution. She perceives the girl to be having an emotional outburst because of her
fear of not knowing how to do the work and excluding her from the classroom is
exacerbating the situation. At the same time, it is possible that Amanda is constructing
herself as a victim of an uncaring unsupportive educational institution as she tries in
vain in this specific narrative to meet everyone’s needs and especially her expectations
of herself as a ‘perfect’ teacher.

What is unusual is Amanda’s ability to see, not only how this particular student
is being constructed as ‘bad’ or ‘behavior disordered’ by her cooperating teacher, but
how she herself is struggling against participating in this in the context of the reality of

129

the classroom. The discourse of ‘behavior disordered student’ is hailing her as a
participant in the construction of this student. The classroom situation is making it very
difficult for her not to do this.

Conclusion
In conclusion, as the research of Bruner (2002) and Wortham (2001) suggests,
Amanda’s perceptions of her self in her early childhood relationships are influencing
how she constructs herself as a student and as a teacher and also how she constructs
students. This is also consistent with the research of Butt and Raymond (1989), Conle
(1996), Bullough and Gitlin (1995), and Raymond Butt and Townsend (1990) finding
that our early relationships have the most powerful effects on who we become as
teachers, including our teaching style, relationships with students and disciplinary
practices.

Amanda has extended her story about her parents being supportive and
dedicated to her future on to her teachers and at least one of her teachers has been
willing to participate in her story. Her perception of her self as being less than perfect
in terms of her academic abilities and her belief that if she works very hard she will
succeed has caused her a lot of anxiety in school and this appears to be a lens through
which she now constructs students in her prepracticum classroom. Although in most of
the narratives presented here Amanda is positioning herself in the role of victim, as
struggling to survive an uncaring, unsupporting education system she also presents
herself as autonomous and assertive in several other narratives demonstrating evidence
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that the self is contradictory and shifting. Also consistent with dialogical theories of the
self (McAdams 2006)) there seem to be a number of significant binary opposites that
Amanda is constructing herself around, perfect/imperfect, intelligent/not intelligent,
caring/uncaring to name just a few. This supports the research of Gregg (2006) who
revealed through his analysis of the way a Fortune 500 business man was drawing from
binary oppositions based in culturally valued constructs for his self construction, such
binary oppositions as degreed engineers-salesman peddler types, and executives-blue
collar workers.

Although she doesn’t appear to be consciously aware of it, Amanda has been4
hailed’ by several powerful discourses. She accepts adult authority without question, as
Chris Weedon (1997) suggests, what appears as common sense is usually the work of
powerful institutional discourses. She also accepts the traditional role of teacher as
having the power to control students and she expects students to accept this as she does.
In her relationship with her father she enacts the role of “good obedient daughter”
(Canella 1997) and with her teachers she is the “good obedient student” (Davies 19901999). She does articulate, however, an awareness of herself being drawn into
constructing one of her students through the discourse of‘behavior disorder’.

It is my perception that Amanda is actively constructing herself through the
stories she creates for herself. Her parents, influenced by some powerful social
discourses, may have encouraged her to interpret the critical events of her life but it is
ultimately she who makes the decisions, she is the author of her own story even if her
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access to alternative interpretations is limited and even if she is not consciously aware
that she is making these decision. Her responses to the questionnaire about perceptions
and beliefs about students and teachers it is possible to see similarities between her
responses and the way she constructs teachers and students.

It is important to remember that this is how Amanda is narrating herself in this
particular context. It is possible, according to Adler (1937), that the anxiety Amanda is
feeling in this situation is re-stimulating memories from her childhood that are
consistent with these feelings. It is my belief that in fact both of these processes are
working together. For the purpose of this study however, the focus will be on the
creation of our stories from our interpretations of critical events in our early childhoods.

Melissa

Relationship with caregivers

Melissa tells a story of her early childhood relationships with her caregivers that
is very different from Amanda’s. It is a conflicted story of courage and resilience, of
victimization and agency, power and powerlessness, of parents who were both punitive
and loving, unsupportive and yet supportive. This has formed the lens through which
she constructs her world, her self, her relationships with her teachers, and with her
students.
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She is very quiet in the circles, choosing to pass on several occasions. She
appeared nervous when she spoke and frequently prefaced her narratives with a selfeffacing statement. When asked to share a self defining story (Singer 1995) she
prefaced it by saying that it was not “really interesting” and then proceeded to tell a
fascinating story of her trip to Panama with her two great aunts.

Um yeah I don’t have any really interesting stories but in January my two great
aunts took me to Panama. Um like my Dad’s family originated from there and
I’d never been and I was like the first of my generation to go and never - it was
just really interesting to go with two great aunts, um they’re eighty-five years
old. Just like in the airport they’re ridiculous. The younger one always has to
have a wheel chair coz she wants .. she just wants people to feel sorry for her
basically (laughs). It’s just basically a pain in the butt coz I had to carry all the
luggage. I dunno but it was just cool coz I got to see like where my great
grandfather, (pause) the law office he founded and I dunno it was just helping
me identify as Hispanic in someway or other.

In this narrative she uses evaluative indexicals to position herself towards the
other members of the circle and to position herself towards her great aunts (Wortham
2001). Through reference and predication she narrates her elderly aunts as “ridiculous”,
“a pain in the butt,” and “wanting people to feel sorry for them.” Thus she
ventriloquates herself as being someone who is not ridiculous, who doesn’t want people
to feel sorry for her, and who is not a pain in the butt. She also presents herself in this
narrative as Hispanic and as having ancestors from an elite social class. She uses the
narrative to make people laugh as McLean (2004) and Alea and Bluck (2003) would
suggest to gain a favorable connection with the group. She uses the passive tense
through most of this narrative suggesting that this was something that was done to her.
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She also presents herself as long suffering and strong, having to carry all the bags
because her great aunts were so helpless.

When asked to share a story of an event that happened when she was between
the ages of three and four that is significant because of the way a primary caregiver
responded she shared the story of her father spanking her.

Um I dunno I don’t know how old I was but I was like pretty young. And like
one day I did something that got my Dad really, really mad. I have no idea what
it was but he just got really angry. He like screamed at me and I started crying
and - and he spanked me and whatever. He was just really, really mad and like
then I told him just ‘Pop! I’m just a little girl’ and like from then on he never
spanked me ever again .. .like he stopped spanking me. I mean he definitely got
mad at me still throughout the years and like ..

In this narrative she uses the active tense presenting herself as agentive and
autonomous. She may have narrated this story to impress the group as to how brave and
smart she was as a little girl. In this story she constructs herself both as victim of her
father’s wrong behavior and as being so powerful as to be able to control her father’s
behavior. She also uses the active tense suggesting that she is taking responsibility for
making her father mad.

Although she narrates her parents as self-involved and unsupportive she also
believes they love her, especially her father as this following narrative suggests:

It’s not really a specific story, it’s just like my parents got divorced when I was
two and just -1 dunno the way the custody worked for a while it was just -1
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lived with mostly with my Dad and so it was kind of weird coz there was like no
woman in the household or anything to like do your hair or whatever and so like
my Dad just like - he learned how to French braid and do all these random like
(laughs) things. I mean I had some interesting hairdos sometimes(laughter) like
it just goes to show that he was like there for me even though there was like no
woman in the household to be like the mother figure so he kind of like fulfilled
both roles..

She perceived it as ‘weird’ that there was no woman in the house as this violates
the powerful discourse of the patriarchal family. She narrates her father’s act of
nurturing as violating the traditional cultural gender role and as being a demonstration
of his love for her. In the following narrative she constructs herself as the victim of her
mother’s selfishness and dysfunctional behavior.

Um I wish my Mom wasn’t so selfish. I just remember when I was younger like
she wasn’t - she didn’t seem this person but then, I dunno, I guess junior year senior year something just snapped in her head or something and she lost her
job, she lost her apartment, and all this stuff and it affects me. But I feel worse
for my brother because he’s nine years younger so he’s just like reaching like he’s tall right now and he’s actually - doesn’t live with my Mom right now. She
lost custody of him but it just seems like she’s on her own agenda so much of
the time and I wish, oh I just wish she would get like, I dunno, just get an
apartment and just like be a Mom to my brother like I remember when I was
little.Um with my Mom it just makes me really frustrated because she’s
like supposed to be the parent and she’s just not so a lot of times -1 mean I don’t
nag my brother but I just feel like I like have to ask him if he like did his
summer readings and stuff. So coz my Mom it seems like - it to like just fly
over her head sometimes.

Here she is constructing her mother as an ineffective and “selfish” parent. She
also constructs her mother as mentally ill when she says that “something just snapped in
her head,” a concern she also shared with me during the interview. At the same time
she constructs herself powerless to make her be a better parent to her younger brother.

135

By constructing her brother as more deserving of pity then herself it is possible perhaps
that she is positioning herself as not being pitiful in contrast to her great aunts in the
earlier narrative. It is possible that this could indicate the presence of a self-defining
binary opposition (McAdams 2006).

She perceives her relationship with her father to have become more conflicted in
adolescence.

... like High school and stuff was just awful with him coz I wanted to be doing
my own thing and like having a job and stuff but he wouldn’t let me which
actually I think was a bad idea because he - er I think if I’d had a job I’d have
done better in school because I wouldn’t have just been getting up in the
morning, going to school, coming home at two and basically being in the house
from two to like whenever I went to sleep. I mean I could do other things but
like more or less it was like that - it.

Here she presents her father as being ineffective and herself as knowing better
through epistemic modalization (Wortham 2001). She is able to make him out to be the
one who is punishing her inappropriately again, as she did in her self-defining memory,
her perception of him is the same.

It was more like the just kind of - he - he would ground me a lot - like once I
remember like going to a movie or something like that I wasn’t like I wasn’t
supposed to go to the movies or like it had nothing to do with what the movie
was but it was just like I wasn’t supposed to go and so since I wasn’t supposed
to go he decided to take away my new shoes (inaudible). I mean just something
like that (laughing) I mean it was just like, I dunno, I think he didn’t really
completely grasp the discipline thing. Like it was just like he’d ground me or be
like ‘You can’t do that!’ like I didn’t -1 dunno I mean I just -1 didn’t feel like
there was much of a lesson to be learned coz all I got was ‘Oh you’ll get this
taken away!’ or some privilege or something or you can’t sleep over at
(inaudible) house, I mean I dunno I don’t really remember very much I just, ...
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She presents her mother, on the other hand, as being much more punitive in her
approach to discipline.

... my Mom used to - my Mom was definitely like a spanker and I just
remember like a couple of times coz I’d have to go stand in a comer near the
door (swallows) like this is when I like lived with her so like - or not like did
custody, er so yeah, but just like standing in the comer and like just - or
probably like just after she spanked me or something, but just crying hysterically
like basically like where you’re hyperventilating like you can’t stop but her just
being like ‘STOP CRYING! STOP CRYING!’ but like I couldn’t stop and it
was just like I dunno.

She told me she felt sad and bad as a result of this treatment but she also felt that
she probably deserved it thus giving her mother the power and the right to judge her
behavior as good or bad and to punish her. She is hailed by the discourse of ‘bad child’.
This incident may have had a long lasting effect on how she constructs herself and
others. It may also be shaping how she perceived her great aunt as wanting people to
pity her and her perception of them as being ‘ridiculous’. It is possible that these
perceptions could be the underlying reason she felt frustrated by their behavior.

I mean yeah it was how she thought of -1 mean she’s also the oldest, she’s the
oldest sister yeah the oldest sibling of six so she has five younger siblings. So I
mean there was definitely like I’m sure part of that had to do with like how she
disciplined me and just, I dunno. It was just like watching her mom and stuff
coz her mom like she had some issues with her mom too but like, I mean, I think
it was just more like she was like the authority in her house household when she
was younger because her mom wasn’t really ar- that around that much so she
kind of took the role so I dunno. I mean but that’s all I can think of kind of why
she, I mean, it wasn’t like physical abuse but it was just like I mean in the
moment she got really upset and so that’s what took over kind of. I mean it had
nothing to do with like she wanted to hurt me, it’s just like in the time, the place
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In this narrative she rationalizes, or constructs, her mother’s behavior as having
been learned in her own childhood and that it was not abuse but just a reflex action in
the heat of the moment. By doing this she creates a space for the possibility that her
♦

mother loved her and didn’t want to hurt her but was the victim of her own childhood
constructing her through the discourse of ‘neglected child’ and she takes a certain
amount of responsibility for what happened to her allowing her to be hailed by the ‘bad
child’ discourse. It is possible that she wanted to share this narrative as a way to elicit
empathy during the interview (Alea and Bluck 2003).

Melissa’s Student Story
In the following narrative it is possible to hear echoes of her relationship with
her parents in the relationship she has with her teachers. When she was in third grade
her parents started to get divorced, her father was remarrying, and her mother gave
birth to her half brother. She presents herself as desperately wanting to please people,
especially her father who was very invested in her education. It was a very difficult
time for her and her academics began to suffer.

I had a real problem like with reading and stuff or with reading questions like
for like, whatever. I’d just get really frustrated like I wanted the right answer
like I wanted to make like people happy like - like I didn’t want to have to deal
with like - coz I do feel like I probably somewhere in the back of my head I felt
like it was my fault that they were getting divorced. Kind of like I mean
something along those lines. So yeah it was definitely really hard like I
definitely had this whole like ‘I can’t do it’ like ‘I can’t, I can’t, I can’t’ and my
teacher basically. I’m pretty sure, she just told me like I couldn’t say I can’t or
like whenever I did it she’d like catch me on it like she’d just be like you can or
I don’t even remember how she solved that problem but yeah.She was a
really good teacher but I mean she was a little, er a little flakey, but at the time
she was just like what I needed to kind of coz she was caring he was like the
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woman teacher with the long blonde hair and just like (laughs) she just made it
like a fun class and it was good. But yeah I had some trouble just like I wanted
to (pause) make people happy so therefore the wrong answer was kind of like
traumatizing to me. And so instead of like I mean - and I’m I’m sure there were
very simple answers to a lot of the reading questions. I mean I’m sure there
were ones that like made you think a little bit more but I just remember just
being so frustrated (laughs) and like trying to do them coz there were
sometimes during school I dunno what it was but it wasn’t like free time but it
was do the work you haven’t finished work time. I dunno what it was called but
- and I think I remember being so frustrated with them in school and I’m sure
my teachers got a little frustrated too coz I just couldn’t just answer it. I dunno
what it was but...

In this narrative Melissa presents a teacher as caring and supportive. She also
presents herself as a victim of her parents’ divorce. She was blaming herself for the
divorce and wanting to make her teacher happy and presumably her father happy also
by getting the right answers. She’s working hard to make her father and her teachers
happy, a theme that appears later as it’s opposite in not working hard in order to punish
them. She is agentive using the active tense and taking responsibility for her beliefs
about her ability and the feelings she has about this. She does recognize that her belief
that she can’t do the reading questions was actually the problem, that it was a story that
held her back and got her frustrated. Her teacher, however seems to have managed to
interrupt that story by opening up the space for the possibility that she was capable.

Her story of her fourth grade teacher, although on the surface is strikingly
different from that of her third grade teacher, shares one similarity in the way she
constructs them.

Um I just remember my fourth grade teacher because well like the lady that was
the top fourth grade teacher left that year and she was supposed to be like this
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really, really good teacher. So we got this guy from (pause) England like
straight from England so he was just like had a completely different teaching
style and just I dunno he was just ridiculous like he had some good points but
rest of it. He just one time his kid didn’t hear him (pause) correctly like I guess
the kid’s actually later on got diagnosed with like a hearing disability but he
didn’t hear him and so the guy threw a desk across the room. And like I dunno
it was just like it was just made everyone shut up and we got terrified of him for
the longest time I dunno it was a bad experience but....

Here she constructs her teacher as ineffective and unsupportive and violent as
she does her father. Although she constructs her third grade teacher as good and her
fourth grade teacher as bad, she constructs both as flawed, in that her third grade teacher
is “a little flakey” and her fourth grade teacher is “ridiculous”. Here we can hear a
whisper of the story about her mother being mentally ill. This possibly represents a lens
through which she perceives her teachers.

Just as she constructed a story of her father as not being appropriately supportive
during adolescence in the following narrative she also presented her teachers as being
unsupportive at this time.

Um I dunno at high school or in my high school the teachers really weren’t
supportive at all like they were just like I dunno we had to take Latin for five
years and all this it was just really - a really classical education and it just I
dunno so they never supported me. So even until up until like junior year and
part of senior year I was not doing very well at all. And do I dunno I was
rebelling and I guess my Dad took it like he didn’t - instead of like helping me
and trying to help me with school just took it in a way - in a different way and
got like kinda really angry and I feel like he was doing that because he wanted
me to succeed and go to college and stuff but at the same time I dunno it just
wasn’t really helpful (laughs) I just don’t know how to explain it any other way.
Just -1 hope my brother has a different experience coz he’s at the same school.
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As she was rebelling against her father in the earlier narrative, in this narrative
she is now rebelling against her school. In the following narrative Melissa constructs
herself as an intellectually competent but rebellious high school student. She gained
admission into a prestigious exam school but then constructs her teachers again as
incompetent while she herself is smart and powerful in being able to outwit both the
Principal and her father both of whom she constructs as being uncaring and
inappropriately supportive. Despite their ineffectiveness she manages to graduate and
gain entrance into university.

It wasn’t - yeah I just wasn’t really in a mood to do the work. I just thought it
was really boring, I mean I was just like bier! -1 went to, um, well there’s three
exam schools in Boston like you have to take an exam into three of these High
schools like they’re still public high schools but they’re just -1 guess better ones
or whatever and um seventh, eighth I went to Boston Arts Academy but then in
ninth through twelfth I went to Boston Latin which is like the oldest public
school in America la de da. I mean it really rides on its reputation and a lot of
it’s like older alumni give money.Basically the only time I ever had any
conv- like conversation verbal contact with the Principal or the head master was
um when um I was like kind of like in danger of failing senior year and so like
but she was like ‘I’m going to send this home to your parents!’ I was like ‘that’s
the stupidest thing to tell me’ because of course I intercepted the mail, I took it
(laughs) and I was like ‘Yeah right! If they find out I’m like dead’ (laughs) like
(laughs) I wouldn’t have been dead but I would have been like Uh! My Dad
would have been so mad at me. He still doesn’t know about it. Like I mean I
managed to get through it. It’s -1 mean, I dunno, (pause) yeah_

Here there is a possibility that she was resentful of her father’s controlling
behavior and as she was working and getting good grades to please him now she wants
to punish him by getting bad grades. She constructs herself as intelligent but not trying.
In the end she worked hard and succeeded.
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At the university Melissa presents herself as a competent student, she works
hard and gets good grades. She appears nervous about speaking in the circles and she
demonstrates a lot of courage by sharing as openly and honestly as she does. In the
stories she tells of her current relationships in her prepracticum it is possible to hear
echoes of the same story just different actors. She constructed her story, or her
framework for action in her early relationships (Bruner 2002, Wortham 2001, Knowles
1992, Carter 1990, and Conlel996). As the research of Butt and Raymond (1989)
suggests it is the early experiences that have the most powerful effects on teacher style.

Um well I don’t know what it was. I think it was just story time or morning
meeting or I dunno something along those lines. But one of the kids like
wouldn’t sit down in the circle. He was just sitting at his desk and she usually
doesn’t really care, like she doesn’t make a big deal out of that stuff a lot of the
time, but um it was like ‘I’m going to count to three’ and of course she did it
like couple of minutes it wasn’t like one, two, three like but then finally she was
like ‘Can you go call the office?’ like ‘Go and get the phone and call the office.
Send me someone for this particular boy.’ And it was just like a really
awkward situation like I had just been there for two days. It was the second day
or something and I - it was just - it wasn’t my place. And I don’t want the kids
to like hearing me as this person who’s just going to go call the office on them
and stuff. Fortunately the phone didn’t work for some reason, it just didn’t get
connected to the office. Yeah I had to get up and like go and call the office and
I was like I did not want to do it at all I was tempted not to pick up the phone. I
tried twice and it didn’t work either time so I was just I dunno I was just really
scared because that’s not -1 shouldn’t be, I mean yeah I should have some
authority - like not authority over the kids but I am older so there is a certain
amount of respect they should give -1 feel - but at the same time I didn’t know
them. I didn’t know any of their problems like this kid does have some certain
like behavior problems but it was just - it was really weird and I just didn’t feel
comfortable. I didn’t say anything to her and she hasn’t done it since. I don’t
know it was really weird. I don‘t know if she was doing it coz she didn’t want
to get up and interrupt the whole class or what.
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Here again she perceives the teacher as ‘weird’ and ineffective and yet she
perceives her as having the power to put her in a situation in which she feels
uncomfortable. Through this narrative she is enacting her early childhood relationship
with her parents and teachers. She gets herself out of the situation by not being able to
work the telephone. Here she is also constructing the students as ‘kids’ with no
authority over her or her teacher she constructs teachers as having authority over
students and she doesn’t see herself as having authority over them as a teacher yet as
she still constructs herself as a student also. She gives herself some authority and power
through the discourse of age alone. She also constructs the students as victims of the
teacher’s inappropriate or ineffective discipline practices. It is possible to hear echoes
of her relationships with her parents. In this story she is enacting the way she related to
them in the same kind of way by not making the telephone work.

Relationship with Students
Just as Melissa’s story is shaping how she relates to her parents and teachers so
it is shaping her relationships with students. A common theme in many of the
participants narratives about students is their discomfort in handling student behavior
until they know how to judge their behavior. It seems to be a common school discourse
that students’ behavior needs to be controlled, they need to submit to teacher authority.

Echoes of the discipline practices she experienced during her childhood are
evident in the following narrative where she shared about a problem she had with a
student in her prepracticum classroom:
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The kid had taken a balloon from art class and my teacher wanted him to go
return it and she was like ‘Oh like Miss B will go - escort you down there’ or
whatever, and so he started to kick the balloon and it - just like it - just a trigger
reaction and I grabbed him. Like I didn’t grab him forcefully but I just kind of
like - of like so frustrated coz the balloon -1 didn’t want him to have the balloon
(laughing) and then I course this happens like right in front of like a therapist or
assistants like door and she walks right out and I don’t think she was walking
out for like that reason but she saw it and said ‘You can’t do that’ I was like I
know I can’t, it’s just such a reflex action and I think that’s it’s so hard in a
classroom because you have just like reflex actions that you don’t wanna do and
I wouldn’t want to be treated that way either. It’s just sometimes when I get so
frustrated it’s just you do it in the moment and you don’t even think about it and
it’s just kind of it was a little traumatizing but I think it’s better now.

Here she is reenacting her relationship with her parents. Through her behavior it
appears that she is constructing students as she constructed her self, and she judges
herself as inappropriate and traumatizing. She used physical force to stop the boy’s
behavior and she wanted to take the balloon away from him in the same manner that her
father would punish her by taking her things away from her. She also clearly sees the
origin of her behavior, it is a reflexive response learned in childhood just as she
rationalized her mother’s behavior. Again this is consistent with the research of
Hyman’s (1990) review of doctoral dissertations revealing that classroom teachers and
childcare workers repeated the discipline practices that they had experienced in their
childhoods. It is also consistent with the research of Minde (1980) finding that the
quality of relationships children experienced with their parents predicted the quality of
relationships they formed with their own children, and Kaplan’s (1992) study
demonstrates the pervasiveness of student teachers’ personal punishment histories
against attempt to change these through education.
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Conclusion
In conclusion Melissa’s narratives suggest several binary oppositions around
which she is constructing herself (McAdams 2006). Although she constructs herself in
her story both, as powerful and powerless, as fragile and strong, as smart and not smart
the story is consistent throughout her life, it is just the characters that change. It is my
perception that her story is one of courage and resilience, of a life that is based on
survival, of enduring the present in the hope that better times will come along. When
she was asked to share a story or a poem that she believed had an impact on her she
shared the following story.

Um well I can’t remember the particular book and the story - I dunno like my
boyfriend’s family is somewhat religious but I’m not really religious at all. But
his Dad like told some story along like - it’s like I don’t even -1 can’t even
really say the story but its just like about a Chinaman and just all this random
stuff happens to him, like his like grandson or something one day is like um, or
what’s he called - he was like riding on a horse or something and falls off and
breaks his legs or something. But then like, like people like soldiers or
something come to say like all the young children of like - the, or the young
boys like have to go to war or something. So it was a blessing like his life
without - broke like, like something along the lines like I - so it’s just like stuff
happens but although sometimes you think it’s bad at the moment it does
sometimes like there, there, there’s a reason for it somewhere like a lot of times
like better things do come along but it might take a while.

It is not difficult to see how this story would resonate with her way of making
sense of her experiences. Dan McAdams (2006) might suggest that Melissa is being at
least partially constructed, or called into being by the traditional American redemption
story.
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From a psychoanalytic perspective Melissa is transferring her relationship with
her parents on to her teachers and she is identifying with her students. From the
perspective of narrative self-construction however she is creating herself through the
story she tells about herself. Her self defining story is based upon a decision she made
about herself when she was very young. Once formed the story remains the same but
the actors change. The lens through which she makes sense of the world was formed in
early childhood and once formed she selected ‘facts’ from her environment that are
consistent with what she already knows. At the same time that she constructs the adults
in her life as having power over her she also constructs them as ineffective, weird, or
ridiculous. She constructs her parents and teachers as being both supportive and
unsupportive. Her perceptions of her self in her relationship with her parents has
influenced the way she continues to construct her self in all her relationships and in this
context especially with her teachers and her students.

Melissa accepts the traditional gender discourse perceiving it to be “weird” that
there was no woman in the household when she lived with her father. She constructs
both parents as loving her and she constructs students as powerless victims of teachers
inappropriate discipline practices as she constructed herself. From a psychoanalytic
perspective (Britzman 2006) she is projecting herself on to her students. From a
narrative psychology perspective she has formed a framework for herself as a student
that she now uses to construct her own students.

From her responses to the questionnaire it seems that, unlike all the other
participants, her own beliefs about teachers are not consistent with how she constructs
her parents, however, her perceptions and beliefs about students do suggest that she
does identify with them or constructs them as she constructs herself (see Appendix G).

Margaret
I chose to do a detailed analysis of Margaret because she was strikingly different
from both Amanda and Melissa. Also she provided a very good narrative description of
how she perceives her life as having been affected by her mother’s story, thus showing
the trans-generational effects of our stories. Throughout her narratives there are themes
of herself being less important, of being left out, and of being criticized, and treated
unfairly.

Relationship with parents
As in Amanda’s story, Margaret perceives her parents to be both very involved
in her education, however, her father was less involved with her academics than her
mother and more involved with her athletics. In the first orientation circle she shared
the following self-defining narrative (Singer 1995) where she presents her parents as
being involved with her education

I guess my memory would be just when I was younger like, you know, and after
school I played soccer. My Dad was our coach and my Mom just came to every
game to watch so my parents were like always there and involved.
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In the following narrative she presents her mother as being very involved in her
academics.

Um same thing, my Mom was always there for me. I remember like countless
times like sitting with her - like going over like flash cards for like spelling and
just like math things. And she’d always check my math homework and read my
papers even in high school before I handed them in. And just gave me like a lot
of help and advice and different things and always just like pushed me through
to do my best.

She perceives her mother to be pushing her because she cares about her. She
offered this narrative in the first orientation circle where all the participants were
narrating their parents as loving, caring and supportive. It could be that she was
offering this narrative as a way to establish a connection with the group (Alea and
Bluck 2003).

Margaret did not contribute as much as most participants in the circles but she
contributed a great deal in her interview once she gained confidence. Her memory of a
significant incident when she was three or four was the birth of her younger sister.
After her own birth she says she was raised by a nanny because her mother worked as a
computer analyst for a very large company in the state capital, however, as soon as her
sister was bom she stayed home. During the last few months of pregnancy she was
unwell and Margaret took care of her “I used to like get her lunch and everything and
like did everything.” As soon as the baby was bom she and her father went to live
temporarily with her grandparents and her father drove her to and from pre-school. She
got a lot of attention from her father at this time. When her mother came home from
hospital she was very busy with the baby. In the following narrative which was her
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earliest self-defining memory that she shared during her interview Margaret tells the
story of how when she was trying to take her mom some flowers she tripped and cut her
hand very seriously on the broken glass vase. Her mother, who was feeding the baby at
the time didn’t seem to realize how seriously hurt she was.

I just remember my parents, my Dad was like ‘Oh my God! Oh my God!’ My
Dad was all panicked and my mom was like ‘Well I’m feeding your sister. I’ll
take her to hospital in a while.’ Like my Mom didn’t really like catch the fact
that I was like gushing blood like that whole deal, had to have stitches. I just
remember my Dad’s reaction through the whole thing ‘We gotta go NOW!’ like
freak-out thing and my Mom was like ‘Oh yeah she cut herself like she cared
but she didn’t see really like how severe it was

Her perception of this incident appears to have had a long lasting effect on her
as echoes of this story can be found through all her later relationships. She constructs
her father as caring and concerned and her mother as too involved with the baby to
notice that she was seriously hurt. It seems that it may have been her perception that
her sister was more important to her mother than she was.

Margaret presents her mother as being very successful academically and she
perceives this as the reason she pushed both her daughters to do well in school.
However she perceives her sister as being much smarter than herself. She perceives
that she did well in school because her mother pushed her. Like Amanda she had a
younger sibling whom she perceived as being smarter than herself.

Well yeah and my Mom’s like a straight A student like can’t hear enough about
that from her like bla bla bla. So anything below B she was always saying ‘Well
you know?’ like - so I dunno - so I always did really well in school and I think I
got like one C all through high school just because I know the pressure in my
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Mom to get A’s and B’s was there. And my sister who’s like ever [pause, deep
breath] she’s like-1 don’t - like she’s ever gotten a B like she is a straight A
student like wants to be like plastic surgeon like is going to dual enrolment next
year. That was like a lot for me to handle like even though we’re in school she
doesn’t try, it’s just like comes to you and like I have to go to tutors and like
work really hard and study and stuff and my sister will just be like bring home
an A+ every time (laughs) .... I mean never compare with her obviously but in
my mind like (laughs)

She presents her mother as being critical and holding high expectations, her
sister as smarter and her self as struggling and working harder than her sister. Her
father was laid back as far as academics were concerned. As she perceives her mother
to value academic success so highly and that her sister is more successfully
academically than herself it is possible that Margaret could also perceive her mother’s
love is dependent on her academic success. In contrast to her mother however,
Margaret perceives her father to be much more accepting of her lower academic
achievements.

If I got a C or something I’d feel like I could do better like (laughs) but then my
Dad’d say ‘I don’t care at least you passed’ like (laughing) my Dad’s laid back
and stuff....

Margaret believes that her mother is reenacting her relationship with her own
sister. She was victimized by her older sister and now she is recreating the same
relationships between Margaret and her sister.

I was always the one that was wrong coz I’m like the oldest (laughing
nervously). My Mom had an older sister so she always used to like make the
assumption that the oldest is always like - the like my Mom’s older sister gave
her a lot of like hard times and stuff so I dunno I guess I was the one that was
expected to be good and not.I always just felt mad because like, had
like done something to like get me like angry at her or frustrated or like -1 mean
my Mom and my sister are pretty close just coz like - like they’ve always been
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pretty close like I dunno.My mother’s a middle child so her older sister
used to like torment her and stuff and they don’t really get along now very much
so like my mother always tells a story about how she was like so mean and
everything so my sister to get back at me called me by my Mom’s sister’s name
and like - so I think there’s definitely that association going on (laughs
nervously).

She constructs her mother as a victim of her sister by using the passive voice.
She also uses the passive voice to describe how she felt, so perceiving herself to be the
victim of her sister’s meanness. Her mother and sister were very close and it seems as
if she perceived them to be shutting her out. She perceives that her mother is
constructing her as her own sister. Her mother appears to be creating a space for the
possibility for Margaret to be the older sister which was her schema of what older
sisters do. In this way she is reenacting the same relationship. Margaret is also
perceiving herself to be the one that was always wrong. From this narrative it may be
possible to see how the mother’s story has become the daughter’s. However, although
Margaret doesn’t articulate the awareness of this it is actually she who is taking on her
mother’s story, she is at least agreeing to play her part in it.

Although she claims to have a good relationship with her mother she admits that
she fights a lot with her. She said that she has never really seen her mother and her
sister get in a fight and she doesn’t know if it has something to do with her being older.
She also perceives her mother as criticizing her a lot.

I guess I would have to say like my Mom definitely - like our relationship like
has always been like very good but just like her criticism like she criticizes but
like corrective criticism but I always take it like personally ...
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In this narrative she is rationalizing her mother’s criticism as being in her best
interest and she takes responsibility for her feelings. However, if she still taking it
personally then it is possible that her story of being not as important to her mother as
her sister may still be in the sub-text of this narrative.

It seems from her narratives about herself in school that Margaret learned from
her self-defining story how to get her mother’s attention. Her mother would intervene if
she felt Margaret had been treated wrongly or too harshly by her teachers. It is possible
that subconsciously Margaret had found a way of using her mother’s story to get her
attention. The following narrative was about a significant event in school that was
significant because of the way a caregiver responded. Her mother responded in a way
that supported her and showed her she cared.

Um I was in second grade and we’re in music class and we’re all like fooling
around switching seats and whatever and this kid took my seat and I was so
mad. So I like didn’t know what to do or whatever. I was just fooling around so
I gave him the finger and the teacher saw (laughter) and I didn’t know what it
meant. I was in second grade and the teacher saw (inaudible) go to the office
and talk to the Principal. I got a detention in second grade. My - it was just
funny coz my parents reactions were so different, coz my Mom was like ‘You
shouldn‘t have got a detention’ like ‘you didn’t know what it meant’ like bla bla
bla’. My father has never yelled at me as much as he yelled at me that day. I’ve
never seen him so angry, and then they told me what it meant and I was like
‘Oh! I won’t do it again!’ so ..

Then again in Middle School she got in a fight with the class bully. She kicked
mud all over her suede jacket and had to go to the Principal. Her mother intervened on
her behalf saying that it was because they didn’t have anything to do at recess. She
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may also have told this narrative to impress how she could stand up for herself.
However, she also narrates herself as the victim of her mother’s inappropriate
punishment.

So my Mom talked to them and was like ‘She didn’t mean to’ .. and ‘she
should have used her words’ and bla bla bla, but I remember they made me stay.
My Mom said ‘Maybe if you had more things to do at recess’ coz that was my
Mom’s big issue that there was nothing for us to do at recess. It was just a track
you could walk around or you could sit there. It - there was like literally
nothing, so she suggested that they should like ‘You should give them like jump
ropes’ like bla bla bla. So for the whole like two-hour detention I just had to
like sit there and make a list of everything I could do at recess except kicking
mud at girls.

Although she didn’t like the outcome of her mother’s intervention she did
appreciate her support and attention.

... at least she was definitely on my side and my Dad was on my side too. My
Dad, my Dad knew the girl too and he ‘You know what? I never liked her
either.’ My parents were like there for me and they were like ‘Well now you
learned your lesson if you did have detention like ...’

In this narrative she presents her parents as loving her even if she did something
wrong, at least they were glad that she was standing up for herself. A third time she
narrated a situation where her mother was rescuing her was in her senior year. She was
running for captain of the field hockey team and she was injured and was out for half
the season after playing continuously for six years. When she came back she had lost
her position and her coach would only let her play for a few minutes each game. Her
parents were very upset and they told her “Your coach sucks!” In the final game against
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the school rival it was obvious she was not going to play, so to save her from the
embarrassment of being benched her mother took her off school for the day.

I remember my Mom was like ‘You can stay home from school today.’ Like, I
was like I should have been there but seeing as I was like part of the team but I
just didn’t feel like the team. So I just remember my parents, my Mom she took
me shopping and we went out to lunch and then she was like - so I wouldn’t
have the embarrassment of like being on the bench coz like I dunno it was just
like dumb coz like it wasn’t like my fault that I’d gotten injured and like - coz it
took me a while to get back in shape coz I like couldn’t walk or like do anything
you know what I mean like everyone was like so good by the time I got back in
that’s just what I remember.

Margaret had a very warm relationship with her father and in fourth grade he
had to go away to work in Florida for a month. She became very anxious during his
absence and she became sick with asthma so she missed a lot of school almost failing
the year. When her mother found out she was angry with the teacher and went to speak
to the Principal. As a result of this she had to have a tutor and she had to work very
hard at math with her Mom over the summer to catch up. This was something that
Margaret and her mother fought over a lot during that summer.

Discipline practices at home consisted of being sent to her room or losing
privileges. She got into a lot of fights with her mother usually over “ ... dumb things
and like control things like.” At school she admits she was always getting in trouble but
for minor things such as calling out, talking or fooling around. She was sometimes sent
to the comer or made to go last in line occasionally she was sent to the Principal’s
office. In a later narrative about her students behaviors she claims that they fool around
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because they are not given enough attention at home. So it is possible that the reason
she herself was “fooling around” was because she was feeling the lack of attention from
her mother.

Relationship with teachers
As an undergraduate student Margaret didn’t appear to get as stressed as the
others did about classes nor the admission into the master’s program. She did not put
the same kind of pressure on herself for grades as her mother did. Echoes of her
relationship with her mother can be found in her relationship with her teachers at the
university. She felt uncomfortable requesting time with her cooperating teacher to plan
lessons and discuss her assignments as the following narrative suggests.

.. I just feel like [there’s] never time, or it’s never the right time, or there’s
always meetings after school so I think I’m just like frustrated. I dunno any
suggestions or am I the only one? (laughs).I just feel like I’m bothering her
or something I dunno I mean she’s always had like students in her class so it
shouldn’t be awkward and weird but for me it feels like, I dunno, like she just
doesn’t want to be bothered by me asking questions or like what kind of lesson
plan can I do next week I dunno but..

Here she is constructing her teacher in the same way as she constructed her
mother in that first significant event. She perceives the teacher as too busy with other
people to have time to take care of her needs. In her classes at the university it is
possible to find the same theme of being forgotten or left out.

... In Laura’s class I think she does the same thing I think she just like oop she
forgot about all of us and I think that class is just so busy with like so many
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other people and other aspects and everything that like our close group has just
gotten lost in the shuffle.And I feel like the class is around them
(inaudible) definitely a facilitator on those kids the rest of us are just kind of in
there for two hours.

This feeling of being left out and her sensitivity to criticism pervades her
prepracticum experience as can be seen in this narrative.

I try my hardest to be involved but I just feel like the teacher kind of gives me
the shaft like, um, what else? I agree too I think that when I’ve done lessons in
front of the class my teacher is always there observing or like (supervising
teacher) is there observing and I feel like I have to do a much better job if noone was in the room and I was just the only one in charge coz after - when I get
feedback it’s not positive really its more like well this is what you need to work
on but there’s like we’re always about there’s no right or wrong way to teach so
I guess um like I-1 think that for you or for anyone being on your own is going
to be whole different ball field and I personally think the last (inaudible) I’m just
going to take a break.

Through these narratives it is possible to see that Margaret is constructing her
teachers in the same manner in which she constructed her mother. She perceives
teachers as critical and too preoccupied with others and this is consistent with the
research of Wortham (2001), Bruner (2002), Butt and Raymond (1989), and Knowles
(1992). Margaret uses the same lens to construct her teachers as she does her primary
caregivers.

Relationship with students
As far as behavior is concerned Margaret seems to be constructing her students
as she constructed herself in her relationship with her mother.

I have to say just reward them for their good behaviors and just maybe set up
even a program like um a reward system or something - sometimes it’s just
really out of your hands you know - sometimes in my class they I definitely
there are some kids that I can’t make that connection with or they’ll - it’s going
to take them more than just me talking (inaudible) to change their attitude.

As she perceived she was very controlled by her mother and her teachers she
definitely feels uncomfortable with what she perceives as lack of structure in her second
grade classroom.

Um my classroom is second grade and in the morning they have choice time
where they are supposed to come in and do work that they need to do, or they
like play a board game, or read a book. But they always forget the work and end
up just playing or like wrestling or being crazy, or forgetting to eat breakfast
until like morning meeting and like ‘Oh I forgot to go to the cafeteria.’ So I
think it’s a little out of control and um they definitely need some structure when
it comes to like share. It’s like the same group of kids has it every like
Wednesday or whatever. The same group of kids have it every day of the week
so it’s (inaudible). The rules er look they were from a million years ago written
on the like (inaudible). I don’t think they could have done the rules um. When
it comes to like discipline and stuff like, they are like the biggest tattle-tales, like
they, they tell each other like ‘(inaudible) said that to so and so’ and the teacher
has them try to work out that. I dunno, I think that the teacher definitely has
more power in the classroom and I think when they’re given choice they tend to
be like overwhelmed and they fool around like not get what done that needs to
be done then if there’s too many choices so I think there definitely needs to be
like someone to tell them this is what to do coz you actually need to do it.

From the way she constructs her sister in an earlier narrative it is not surprising
she would have a problem with students’ tattle-taling. Here also it is possible to see the
echoes of her relationship with her mother pushing her with her academics.

According

to Knowles (1992) she is projecting her framework for action that she learned in her
relationship with her mother. Because she was constructed and constructed herself as
fooling around she constructs students the same way. She perceives that they fool
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around to get attention which is possibly why she herself fooled around in class. She
also feels that her teacher has all the power and undermines everything she says to the
students and this is why they don’t listen to her. She also sees the reason for
misbehavior as the need for attention as was very probably the situation in her own
education.

... there’s this one little Black boy and yeah he does cause a lot of trouble but
just as much trouble as the other kids in the class but he’s always the one that
gets blamed. You always - his name comes out and I dunno. I think that
part of the reason that that particular student in the class I’m in gets into so much
trouble is definitely like for attention and it goes along with not having it at
home so that’s his way of like finding his - maybe that could be a lot of the
reason why..

As Margaret herself was constructed or ‘hailed’ into being as a ‘disruptive’
attention seeking student so she ‘hails’ her students (Davies 1990-1999). It could be
that she was acting out to get attention and so she assumes this is what is behind her
students’ behavior. As a student there are things that she just had to do. This is her
belief and it influences how she constructs her students. Because she perceives she
needed to be controlled she believes all students need this control. Consistent with the
research of Butt and Raymond (1989) her orientation to behavior is closely linked to her
beliefs about students and her beliefs about the nature of knowledge both of which were
formed in her early childhood.

Conclusion
In conclusion, Margaret has constructed herself in relation to her father as being
loved, cared about and accepted for whom she is. In relation to her mother she
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constructs herself more ambivalently. She narrates her mother’s criticism and pressure
to succeed as evidence that she loves her, however, in the subtext of her narratives it is
possible to see the antithesis of this belief. As regularly as she positions herself towards
her mother as being loved and cared about she also constructs herself as being not cared
about, being rejected, and not loved as much as her sister. It seems that no matter how
hard Margaret tries to construct her mother as loving and caring there is still a whisper
of resentment that emerges in the subtext of her narratives. It appears to be plausible
then that she is constructing herself around some very important binary oppositions
especially that of being important or unimportant to her mother. Another binary
opposition that is present in her narratives is, smart and not smart (McAdams 2006).

It is important to remember that I am not assuming any cause and effect
relationship between her early experiences and her later behavior I am just looking for
themes in her narratives that may suggest that a decision she made about herself in early
childhood formed the lens through which she interpreted her world and the relationships
she has with other people.

From the data yielded by the questionnaire about perceptions and beliefs about
teachers and students there is a very strong connection between her beliefs and
perceptions about teachers and the way she constructs her parents. There is also a
strong connection between her beliefs and perceptions of students and the way she
constructs herself.
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Through Margaret’s narratives it is possible to see that the way she interprets her
early experiences with her primary caregivers is shaping how she constructs her self and
her relationship to the world. She constructs her teachers in a similar way to her mother
so reenacting that relationship. She also constructs her students as she herself was
constructed by interpreting their behaviors as having the same underlying cause.
She also constructs herself as a student as needing to be controlled, as fooling around in
order to gain attention and this is how she constructs her students.

Jasmine
Jasmine was the only participant with whom I was not able to arrange a pre¬
circle interview therefore there is much less data available for analysis. However, I am
choosing to do a detailed analysis of her because she constructed herself differently
from the other participants. She was also one of the three students in this study whom I
had the privilege of supervising in their pre-practicum classroom and she had a different
teaching style. Of all the participants she was the most passionate about fighting social
injustice. This was her purpose in teaching as can be seen from the following
narratives. When Jasmine was invited to share what she believed to be the perfect
teacher she said:

Um I think education is empowerment. I think that it, um it - by being educated
so many things can be done and so many things have been done because people
are educated so I think that is a huge part of education is to empower people ...

When invited to share her perception of the ideal teacher she said:
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Um an ideal teacher creates a safe zone I think that they teach a lot more than
just math, science, English, spelling all that kind of stuff. Teaches more about
the reality of the outside world all that kind of stuff that involves a lot of
thinking about what’s going on around each other. Is pretty friendly, very open
minded and that’s about it.

Jasmine’s perceptions of school were very different from those of the other
participants. She was labeled as learning disabled and she always perceived herself to
be inferior to her peers. Although her perception of herself as inferior and different has
caused her a lot of pain, it has also provided her with the space for the possibility to
perceive the world in a different way.

Relationship with caregivers
Because the interview data was missing, there is only a sparse amount of
information about her relationship with her caregivers, however, when all her narratives
are juxtaposed, an image about her caregivers emerges. In the following narrative
Jasmine shares a story about an event the happened in early childhood that is significant
because of the way a primary caregiver responded. It left an impression on her that has
influenced how she sees herself and has perhaps introduced her to a concept of herself
as being highly valued so bringing with it the possibility of its antithesis.

Mine is like the earliest memory I ever had. It was um -1 was three years old
and my family went on vacation. And I remember that I didn’t know how to
swim and we were at this Kangamangus river in - in New Hampshire. And I
don’t know if you know it but it’s a really rough river but there are these places
where you can go swimming and stuff and so we were climbing on the rocks
and suddenly I fell in and I didn‘t know how to swim and it just swept me down
the river and so I just remember like I barely remember but I remember my Dad
just jumped in fully clothed, didn’t take off anything, not his wallet or anything,
just jumped in and got me. So it was the first memory slash moment I can
remember of feeling like he - the - that he cares for me. He’s protecting me and
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it was like my Mom was screaming on the other side, and you know, but it was
like everyone was there and cared about my well being and it was the first time I
remember that feeling.

Jasmine interpreted her family’s response as a demonstration of how much they
love her and care for her, perhaps even how much they value her. In this narrative she
shares a perception of herself that she was cared about, that her father was protecting
her and this created the space for the possibility for her being loved and being important
to others. She was even more important to her father than his clothes and wallet! It is
possible that the near drowning incident provided her with the opportunity to see herself
as being very valuable and in taking on this perspective of herself in a culture that
emphasizes dualistic thinking she also took on the possibility of the antithesis of this. In
school and in her family she did perceive herself to be inferior. Because there was no
interview data available it is not possible to locate when she first perceived herself this
way but when asked to share a story of something her parents did that she really wished
they hadn’t it was about them making her feel inferior to her brothers in terms of her
body shape.

Um my family’s made me really like um very self conscious - um about my
body weight and all that kind of stuff coz I like have these two brothers who are
like chiseled guys, who go to the gym all the time. And like I used to have
friends who’d be like ‘are you adopted? (Hysterical laughter) Like honestly
people would say that to me. And yeah so one time, when um - one time when
my Mom would say things like - um one time they tried to bribe me with a car if
I lost weight. They were like if you lost so much weight we will buy you a car.
And so it’s been this constant thing and then last summer my Mom said to me,
and I get teary eyed just talking about it. She said to me, um you know, she said
to my boyfriend, my new boyfriend, she says ‘Watch out John coz Jasmine will
get you fat.’ And I thought I was going to die, and I just like started like
bawling and ever since then she’s been so good about it she’s like ‘I was a
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horrible mother’ and ‘I can’t believe I did this.’ You know, you don’t think
about what you’re saying. But it’s been something that they’ve kind of instilled
in me, that I’ve struggled with for so long, and I almost think that it’s almost like
- that I would rebell like ‘I’m not going to like take this. I’ll eat whatever I want
or do whatever I want.’ Coz you know it was such a big thing that I was like so
different coz I was like overweight you know so that’s one thing that I wish they
hadn’t done so ....

By her use of the passive tense here Jasmine is constructing herself as victim, as
being made to feel inferior by her family. She perceived herself to be the victim of her
parents’ value judgments. She believes this was done out of ignorance and
insensitivity. It was her perception that they wanted her to lose weight for cosmetic
reasons and so she responded by taking on the discourse of rebel (Davies 1990-1999).
According to dialogical theories of the self (McAdams 2006), her feeling of being
inferior may in fact be the binary opposite to her original belief about herself as being
valued.

Jasmine as student
School, for Jasmine, was a very painful experience. In her narratives about
school she constructs herself as different, as having lower academic abilities than her
peers and especially as the victim of insensitive pedagogical practices. She offered this
narrative in response to the narratives of several members of the circle who enjoyed the
spelling bees and the quizzes, and the ‘Around the World’ games.

Um I’d like to make a couple of comments. Um I find it so interesting how
different some of my experiences are to like other people. And how you guys
were saying how you loved those math contests. I HATED those math contests
with like ALL of my being. I hated those math contests because I could never

do it. No matter what, I couldn’t get those math problems in a minute. Every
time I tried I could not get those math problems and every single kid in the class
said - well what we’d like do is they read the name over the speakers, and every
kid in the class got it except for me. And I was so ashamed and I hated it so
much. And so I find it interesting that like some people love it and I had just a
completely opposite experience. But um, and then so basically what um my
experience was like feeling inferior like to other people with my teacher and the
boys and the girls but I - throughout my entire childhood I felt inferior in
learning and um...

Her perception of herself as being made to feel inferior both by her family and
her school has had a big impact on how she continues to construct herself. Jasmine
constructs herself in this narrative as inferior to others and as a victim of education.
However, she also perceives that the way her parents responded to her situation has
helped her to determine what her needs are and how to advocate for herself.

So it was really like uncomfortable coz like my Mom was like yelling at the
teachers and that was like NOT okay for me. So it was really interesting to sort
of sit back and now think about how it’s affected me seeing my Mom advocate
for me. And it’s like I truly now (pause) advocate for myself and I don’t think
that I would be here if I hadn’t seen that, if I hadn’t see someone be like ‘You
can do this. You may need help but you can get through this.’ And so now it’s
like for me it’s like - for me it’s like every day, first day of class, I go up to my
teachers and say you know that I have a learning disability and this is what I
need, this is what - this is how I learn. This is what I gotta do all the time and I
really don’t think that like I said that I would be who I am without seeing that
throughout my childhood and just seeing how she cared so much.

This is a good example of how we can perceive the same thing in different ways
at different times. As a child Jasmine felt uncomfortable about her mother’s actions but
now she perceives those same actions as being beneficial to her now because now she
knows what her learning needs are and how to get these needs met.
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A story that has had an impact on Jasmine’s life is The Little Engine That
Could. In the following narrative it is possible to hear the whispers of her beliefs about
her academic abilities.

Er um er (pause) mine is - I’m trying not to do the thing that girls - like girls
might say ‘this might sound stupid but’ you know that kind of thing. So I feel
like saying it anyway (laughter) and I just said it anyway (loud laughter) I just
said it anyway. I completely - (loud laughter, inaudible). Anyways um, so mine
- it’s so hard not to say it - mine is the Little Engine that Could. It’s really like
my childhood - childhood story that like, I haven’t read since I was like
probably about like four years old, but it’s one of those stories that just like
sticks with you. And it’s one of those things where like ‘Okay you can just do
it, just keep plugging along.’ And that has really just been basically the story of
my education at least, and pretty much my life. It’s just like keep going, no
matter what you keep chugging along so that’s my story.

She presents herself in her narratives as someone who worked very hard but also
believed she can do it, whatever it is she wants to do. She begins the narrative by
positioning herself as consciously trying not fall into the female gender typical
discourse of putting herself down, or doubting her own perceptions. It is impossible to
determine her intention of presenting herself that way to this group but she may have
been wanting to share that information in a light hearted way to help other members of
the group to become aware of how they are presenting themselves. It could also have
been that she was just wanting to avoid participating in the subjectification of herself as
a woman through the typical gender discourse (Weedon 1997). It is my perception of
Jasmine that she was just being present as she perceives herself to be; a young woman
struggling with forming an identity that is the subject of oppression. Jasmine puts a lot
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of humor into her narratives and the group seemed to really enjoy her participation even
though her beliefs were often different to their own.

The same theme of never giving up and overcoming great difficulties can be
found in a narrative she shared when invited to bring someone to the circle that has
taught her something that she values.

Um I would bring my father to the circle because, um, he’s taught me that - just
kinda because, um, he’s taught me that - just kinda^keep plugging, keep going.
He’s had a lot that he’s had to - has had to like work through. So it seems like
every year it seems like there’s something new, or something else going on with
him. So it’s (inaudible) and he never gives up, and he always is smiling, and is
always, you know, and like he never brings me down or anything like that so I
would bring my father to the circle.

There is a suggestion here that she is constructing herself in the same way she
constructs her father. Unfortunately because there is no interview data her father is not
present in enough narratives to get a sense of how she is constructing him across the
semester.

Jasmine interpreted her mother’s intervention in her education as being a sign
that she believes in her and she used the tools her mother gave her to overcome her
perceived learning disability. She was so sure that her mother believed in her that
when she discovered later that her mother perhaps didn’t think it was possible for her to
go to university she was shocked but because she has already decided in her own mind
that she can do whatever she wants to do she is even more determined to prove
everybody wrong.
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.. and I always knew my parents believed in me and stuff, but - and then one
time in high school my Mom said to me, I was like (inaudible) like thinking
about college. It was probably like my sophomore/junior year. And she was
like ‘Jasmine why don’t you look into like dental hygienist or something like
that.’ And I was like ‘But I want to go to college.’ And she’s like ‘Well we just
don’t know if you can handle college, if you’ll make it in college.’ And I was
like ‘What are you talking about?’ And I guess like the teachers had said, like
you know, ‘Jasmine won’t get into college or she won’t succeed in college.’
And from that point on like, the day that I ever heard that people didn’t have like
faith in that fact that I could make it to college, I like worked my butt off. It
was so strange because it was like the lack of, by my parents, the lack of like,
um, I dunno like inspiration. I dunno what, it was the lack of belief that I could
do it was like infuriating, and like I just went and like -1 don’t hold it against
my parents, but I think about it all the time, like how much I wanted to like
prove everyone wrong. And like, you know, how that affected me. But like it’s
so interesting like the things that made me feel inferior actually propelled me to
do better you know so...

Because she believes she could do anything she wanted if she worked hard
enough she couldn’t accept her teachers or parents lack of faith in her abilities and it is
my belief that if she had not had this strong belief then she may have believed them and
followed their advice; she may have become subjectified by the discourse of learning
disability (Davies 1990-99). She uses quotations from her mother and her teachers to
construct them as not believing in her, a story that is counter to her own so she rejects it.
She thus ventriloquates herself as a rebel in this narrative.

Relationship with teachers and students
Having already perceived herself to be different from her peers and family and
having constructed herself as inferior this has shaped how she constructs the world. She
already knew that she was loved and cared about and her mother taught her that she had
a right to have her needs met. Her perceptions of herself as being constructed as
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different and therefore inferior in terms of her academic abilities seems to have
sensitized her to other forms of exclusion. She became very sensitive to injustice
around issues of ability and gender.

My story doesn’t have to go like in the classroom. One of my teachers in
elementary school was almost sexist. It was strange coz when we would go out
to play recess he would be like ‘The girls cannot play football and in the field.’
The girls have to play on the jungle gym, or the swings. That’s where the girls
are, and all the boys go out with him and play football and play all these things.
And I remember one day, like me and my friends wanted to play. He sent us
away, and I just remember how that felt. Like it’s so strange that I can still
remember the feeling so vividly of like ‘This is wrong,’ like ‘That’s not right.’
And me and my friends like went back to the jungle gym and like huddled up
about how wrong it was you know. And so like I think that was like my first
beginning of like independence in knowing, you know what I mean? Like it
was like the first time ever - like everyone loved this teacher. Like he was seen
as like the best, and people still talk about him as like the best teacher, and I’m
always like ‘What are you talking about?’ coz like - you know coz I just have
this total other side that I saw to him, that a lot of the other like girls didn’t
realize, like that they just thought they were supposed to do this so yeah.

She constructs herself here as wiser, than her peers, as being able to think
independently and this may be the result of her having already constructed herself as
different and excluded from the group. It has provided her the opportunity to see the
world differently from her peers.

Jasmine didn’t share any problems with behavior management and in fact
throughout her teaching practice she never brought up the subject. In the six times I
visited her classroom I never saw her having problems with the behavior of her
students. Rather most of her problems were with the behavior of her cooperating
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teacher. She perceived some of her interactions with the student as abusive and
“traumatizing.”

It’s been a rough week. One of my kids or my students, I get everyone confused
- call them my residents (laughter). So one of my students in my classroom was
working on a math sheet and it was that - they call it Mad Minute and it’s like and so my teacher was in front of the class, and she has them do it, and she said
I give them two minutes and they don’t know it but I give them extra time. And
I thought ‘Oh that’s really nice’ because I always hated those and so - and so
she goes ‘Alright times up.’ And one girl’s still going, and she’s like urn
‘Teresa, you need to stop.’ And so the girl puts down her pencil, and the teacher
walks up to the front of the room. The girl picks up her pencil and writes one
more answer and she - the teacher came over and she’s like ‘This is what you
get for cheating’ and ripped the sheet in half and she’s like ‘It goes in the trash’
and she like threw it. And I was just like appalled because I would have cried.
As a twenty-two year old I would have cried and this little girl just like sat there,
and she didn’t cry, and she didn’t do anything, and like I wanted to like say
something like ‘You shouldn’t have done that’, like that could have, especially
after having our circles I’m like ‘This girl’s going to tell that story at her circle
with Jo when she’s in college.’ You know and it’s like a traumatizing moment.
And it’s like, I wanted to stop it, I wanted to like step in and I was like - it’s not,
it’s the second day of class, I don’t want to like step on anyone’s toes but there
are like, there’re things that she does that I just don’t agree with like she
physically covers students’ mouths and like that kind of stuff and just watching
it makes me feel uncomfortable, you know like, I just don’t think it’s right so I
guess my assumptions are that I don’t think things are right.

Jasmine projected herself into classroom situation and identified with her
students (Crow 1987). As she observes the way her cooperating teacher related to the
students her old story is re-played bringing with it painful emotions she experienced in
school. She projected these thoughts and emotions on to her students she perceived
them to be feeling inferior and excluded as a result of her teacher’s behavior. She also
appears to take responsibility for her own collusion in the perceived abuse and her own
lack of courage or skills to intervene.
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She realizes that this is her perception and her reaction and that it doesn’t seem
to affect the students the same way as it does her but she associates it with her
experience of being silenced, excluded, not wanted. Her interpretation, beyond her own
emotional restimulation, is to connect it to oppression at the social institutional level.
She ventriloquates herself here through the use of quotation to enact how she felt as a
student.

Exactly - or that I can’t speak up about it. It’s a choice that I feel I don’t want
to make but I don’t know how to go about it. The kids will be talking and she’ll
be like - and then she’ll be like ‘They have a big mouth, they talk all the time.’
And she like has her hand over their mouth and then she laughs about it and the
kids are like - smiles, and I just think that it’s weird. I just think its so strange
like these kids, like who knows, they talk about getting whoopings at home and I
- like - and then like she’s doing this thing and I’m just like I don’t even know.
It’s nothing to them you know like that little girl like sat there strong, didn’t cry,
where I would have started weeping in the middle of class like I didn’t mean to
cheat you know like - It’s sad I’d be like ‘I’m so sorry. I’m so sorry’ but I can
just picture myself I like wanna cry right now. I just felt so bad for the little girl.
It wasn’t one that I was most directly in contact with but it was the most blatant
feeling of like being unacceptable - you know like I felt like a ghost in the room
like ‘Does anyone see me here? like does she realize like that this isn’t right?’
It was just weird ... Next time she talks I’ll be like (waves hand in front of her
mouth) ‘Shut up (laughter) You have a big mouth!’ (loud laughter)... . I’ve
only seen her do it twice but twice is a lot and one time the kid was taking to me
when she did it. What kind of signals does that give the children? Is what I feel
like too - it’s like you should NOT be talking. It’s not - it’s like you should be
quiet when I’m talking to you because I’m superior to you is what it seems like
to me like I can force you to stop talking if I have to. It doesn’t sit well with me.

It is clear from this narrative that Jasmine is projecting her painful experiences
in school on to her students and is trying to protect them. The decision that she made
about herself as being inferior brought a great deal of pain in her childhood and now
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observing a similar situation occurring in her prepracticum classroom she assumes that
the child must be feeling the same as she would have in that situation and it triggers the
same emotional response in her. She is reminded of her own victimization and is
assuming that her student also feels victimized. At the same time she is also able to see
that it is her perception of the situation and that they may not in fact have the same
feelings attached to the teachers behavior.

Jasmine, however, continued to feel uncomfortable with the situation and
believed that she needs to make a stand so she started to examine why this is so hard
for her to do. When asked what she needs to do to become her ideal teacher she
responded:

Um basically to step in more, to become more a part of the class instead of part f
the woodwork. Um to step up to my responsibilities in the classroom. Um I’d
like to help (inaudible) stufflike that. But um yeah like I feel pretty comfortable
in front of the kids it’s just that speaking up when I don’t think things are right is
a problem. When the teacher assigns me to do work that I don’t feel I should be
doing and does things that I don’t think should be done. I have this huge fear of
confrontation in general and I’m going to have to face it as a teacher with
parents and with students and with faculty and stuff like that and I’m just going
to have to say ‘No’ and say this is how, you know, and this is what’s going on
and what-not speak about it because like right now I’m just kind of like sitting
back and I shouldn’t... Just -1 want to be able to teach my - teach the way I
wanna teach without feeing uncomfortable around my teacher (inaudible) we
don’t have to teach the same way.

She did in fact make a stand in terms of her teaching. She managed to claim the
vast majority of her time in the classroom for teaching her own project. The
requirements of the program are for the students to teach three formally observed
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lessons throughout the semester and so this is all they usually do. However, for her first
lesson Jasmine began a project that lasted the entire semester. She created an integrated
curriculum that was designed to teach the students that they can make a difference in
their community and the world. Her prepracticum days were Thursdays and Fridays
and she taught most of the time during those days. I didn’t observe any behavior
problems in her classroom and the students always arrived in the classroom excited to
begin the day. Whenever she entered the classroom she was greeted very warmly and
enthusiastically by the students.

Conclusion
Consistent with dialogical theories of self (McAdams 2006), Jasmine appears to
be constructing herself around at least one binary opposition, that of being important or
being inferior. The first time she remembers feeling important to her family was when
she nearly drowned in the Kangamangus River. Later on she perceives that she is
struggling in school because of a learning disability and she believed herself to be
inferior. She also constructs her family as making her feel inferior because of her body
type. The pain that she experienced in school has sensitized her to issues of social
injustice and this has become her reason for teaching. She constructs her cooperating
teacher as she constructed her own teachers and possibly her parents and she identifies
with her students. Jasmine tried to construct her students as her peers in order to avoid
recreating the traditional power structures between students and teachers. She
developed a very egalitarian and mutually respectful relationship with her students, and
she did not report having any ‘problems’ with their behavior.
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Jasmine learned that if she worked hard she could overcome her learning disability and
she learned from her mother how to articulate her needs and get them met. In her
prepracticum classroom she also became an advocate for her students. From the data
yielded by the questionnaire there is a strong connection between her perceptions and
beliefs about teachers and the way she narrated her parents. There is also a connection
between her perceptions and beliefs about students and the way she constructs herself
(see Appendix G). I perceive her to be strikingly different from the other participants in
the circle who are wanting to become teachers because they loved school and their
teachers and they want to become a teacher like the ones they experienced. Jasmine
disliked school and wants to become a teacher that will empower and liberate her
students.

Sophie

I am choosing to do a detailed analysis of Sophie because she provided the most
data on her difficulties with the behavior of her students. This is not because she had
more problems than the other participants but because she chose to share more than the
others. She typified the usual progression of the struggle that student teachers have
with the behavior of students, starting very liberal then becoming authoritarian as the
result of her student teaching practice. She also clearly presents a cognitive style that is
very gender typical and also representative of the group in general, a style in which
meaning is embedded as opposed to extracted.
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Relationship with parents
During her interview she told me that her father passed away when she was
eight years old and that she and her mother lived alone together for four years before
her mother entered a serious relationship with her boyfriend. She lived in a very large
town in the suburbs of a New England state capital and her school had a very diverse
student body. She enjoyed the cultural diversity and leaned to speak Spanish fluently.
When invited to share a self-defining story (Singer 1995) she shared about a trip to
Honduras with friends from her church.

I don’t think I have any really. There’s things that over Spring break I went to
Honduras um with my church from up here. We did some work down there, and
um it was just a group of about fifteen of us, just, and we were all pretty much
all college students, and it was just a really great time of just getting to know
each other, experiencing a different culture. I was one of the only ones who
spoke Spanish so it - just kind of being in that position to translate for everyone,
and I got to meet a lot of people there and I had studied previously in Costa Rica
for a semester. A friend of mine from Costa Rica came out to Honduras for the
week and we went to this waterfall one day and it was the biggest. It was huge
it was probably about a hundred and twenty feet up and the water was just
gushing down, and these two guys who were thirteen and seventeen took us um
underneath the waterfall. They knew exactly where to step, where to - ‘Put your
foot here. Be careful for snakes’ (laughs). But um we walked underneath and it
- and you could see it was like crashing down and we had to jump over these
cliffs to get to the next point and stuff. But it was awesome and just to
experience that with all of my friends there and just since I’ve been - gone on not just on that but with a bunch of friends from my church just doing things like
that and its just what I love to do it was great to have it mixed in, we were doing
work, having fun, we had had time to relax. So that’s just what I like to do.

In this narrative she presents herself as adventurous, sociable, independent and
also as playing an important role in the group by acting as translator. She also uses this
opportunity to present her self as someone who is actively involved in her church.
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Sophie’s religion was very important to her and when invited to bring someone to the
circle who has taught her something that she values she brought her neighbor.

I would bring my neighbor Ben to the circle. He is four years older than me,
and he was just a really big role model in my life. Um he also taught me his
faith is really important to him and he just he taught me the importance of that,
and I think you know that was the center of his life. But he was just, I dunno,
one of those people who everyone kind of flocked to, and he just had - he was a
very admirable person I think and making sure like he got to loiow everybody
and just a very people person. And, um, a very like, a very generally nice guy
and I just learned a lot from his actions and it really made an impression on my
life.

In the following narrative she attributes her behavior in high school to the
centrality of religion in her life.

I don’t know, I started -1 mean a lot of it I think, of my mentality, I started
going to church with my neighbors when I was in seventh grade and I, I
(inaudible) CCD in Catholic Church before that but there’s, it really - it became
more important to me just how I acted, my morals, my beliefs, and I became and that was middle school to high school. But that was what, it was definitely a
central point in my life, so I think that definitely attributed to my behavior in
high school and the way I dealt with things high school I never drank I never
smoked I never... yeah.

It is possible that in the absence of a father figure in her life she has turned to
religion to help her make sense of the world and understand her place in it. In the
following narrative she shares a story about a book that has been a big influence in her
life:
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I guess I think this is kind of cheesy, but I read this book called Redeeming
Love. It’s kind of a cheesy romance type novel. But it’s um a Christian fiction
book actually it’s taken from the book of Josiah but then like 1850’s. And so
it’s about this guy, and you know, he’s just kind of doing his thing and this
woman like - in the - she’s in the whore house, she’s a prostitute, whatever.
And he you know God tells him that he just needs to like, this is the woman he’s going to marry - he’s a very pious man or whatever and he goes like - he
continues to pursue her. And eventually like she comes back to him like
unwillingly, but she like goes home with him, and she keeps running away, but
he just really like, at first he doesn’t really know why he’s supposed to follow
her but he just falls in love with her. And it’s just like this it’s just this amazing
love story and how he just continually pursues her and she doesn’t want to at
first but then she just falls in love with him, and it was so good. At first it was
just kind of slow and then you know I’d be reading it and I gotta do homework.
I’d like - end of the chapter and like ‘no’ like it’s like I’d keep going through
and once the book is over I was just really sad. But um I don’t know. But just
really - the whole love story thing, and how he just really kept pursuing her and
I thought ‘That’s what I want’ and I’m like not that I’m coming from like being
a prostitute or anything (laughter) but I was like -1 was like ‘I want a guy to just
like fall head over heals in love with me and like not like stop at nothing to like for me’ and so that’s that was my favorite book and it’s definitely a cheesy
book.

Sophie perceives this to be how love should be. She wants a man to pursue her
and never give up. Her religion is a very big part of her identity. From a
psychoanalytic perspective the relationship a girl forms with her father forms the
template for her relationship with men in adulthood. From the perspective of narrative
psychology however, it is assumed that it is the way she has constructed her self in her
relationship with her father that forms a schema or a script for the way she constructs
herself in future relationships with men. It is possible that in the absence of her father
she has turned to religion as a way to form a relationship to the world and to men in
particular. It is also possible that she has relied on social stereotypes of male-female
relationships in order to construct herself as a woman.
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Sophie perceives herself to have had a very close relationship with her mother
who never put too much pressure on her for grades but she would tell her as long as she
was trying her hardest, that was okay. She really wanted to do well to please her
mother and her teachers so she put the pressure on herself. She says she’s never been a
perfectionist but she always did well.

When invited to share a story about something her parents did that she really
wished they hadn’t she was the only participant who said there was nothing they had
done that she wished they hadn’t. However when invited to share a story about an
event she experienced in early childhood that was significant because of the way a
primary caregiver responded she shared this narrative.

I don’t know if it had a huge impact on me but I remember I was in kindergarten
and we had school pictures that day and er my mom had left to go to work early
so she told my Dad what clothes she wanted me to wear for the picture and I
hated them. I thought the sh-I just didn’t like the shirt that went under the
jumper and I refused to wear it but he knew my mom said that I had to wear it so
he-he forced me to wear it. I was so (pause) I was so angry with him but he was
just listening to what my mom said because mom’s know things about school
pictures I guess, I dunno (laughter) so I wore it. I remember I was pretty mad at
him. He felt bad for making me wear it but he didn’t know what else to do and
um so in the school picture I wasn’t smiling at all (laughter) I was - in all my
school pictures from then on you know I have a big smile (inaudible) I was just
not happy the whole day and I went to my mom and you know complained after
and she went to my dad. You know you didn’t have to make her wear that
(laughs) she could have worn something else but you know (laughs).

In this narrative she perceives her father as having forced her to wear some
clothes she hated. She felt extremely angry at him and later she perceived him as
feeling bad. It is unclear how this event is significant to her later story except that she
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frequently mentions feeling guilty about hurting other people’s feelings. After her
father passed away there was just herself and her mother living in the house for four
years before her mother started dating seriously again. She said she had a “hard time”
with her mother’s boyfriend especially when they began to get serious.

Um at twelve it was okay, it was like thirteen I didn’t really like him. I really
everything -1 tried to find anything wrong with him and I just think it’s just he
was taking her time and I dunno I just didn’t really.

In the following narrative she describes her mixed perceptions of her mother’s
boyfriend.

He was okay he got mad at me a few times I can remember three times he’s ever
really gotten mad. He’s a very patient man but we still don’t completely get
along all the time but its definitely great I mean he’s a great guy and I’m glad
they got married and I wouldn’t have wanted it differently I guess.

Relationship with teachers
As Sophie constructs her relationship with her mother so she seems to construct
her relationships with her teachers. Evidence that Sophie’s relationship with her mother
has provided her with the schema or framework for her relationship with her teachers
can be found in the following narrative.

... but um at school I used to love being around the teachers. At recess I’d like
to stand with the teachers and listen to what they were talking about and have
that attention from the teacher and um I think, I dunno, I just really enjoyed
having that attention from the teacher and um I think I dunno if it’s the word
‘appreciated’ that I’m looking for but I just really like to be a (pause) I don’t
know what it was about it but I really wanted to be around the teachers um
hearing what they had to say and being more adult like and um getting you
know (inaudible) for wherever I could from (inaudible). First and second grade
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I got the best grades in my class and when they said that I just got - and you
know it really -1 felt good when I know I tried my best but you know I think
teachers and my parents have helped me.I definitely like to be around the
teacher. And I always wanted to stick to like at recess I would never really play
with the kids but there were times when I wanted to hear what they were talking
about and they’d all be talking and they’d be like why don’t you go play with
your friends like oh happy, you know I was I really I dunno I liked being around
the teachers and befriending them.

Sophie enjoyed the attention of teachers and she also enjoyed getting positive
evaluations from her parents and her teachers. When invited to share a story about an
event in school that was significant because of the way a teacher reacted or responded
she said:

Um I think mine kind of comes from gym class um in first grade I didn’t, before
first grade I didn’t know how to skip at all I just didn’t (laughs) I just didn’t
(laughs) I kept doing like a galloping thing you know with just one foot going
forward (laughs) um but one day (laughter) so one day I just figured out how to
do it and so we were skipping in the gym class and I was I was skipping with my
legs in the air and I was goin’ and she said how good a skipper I was and so
when the teacher came to pick us up she’s like she told her ‘You have to watch
Sophie skip.’ So she had me skip like around the gym by myself (laughter) all
the kids are in line but I was just so proud of myself that (laughs) but um (pause)
I loved getting the praise from the teachers with little things it definitely wasn’t
every subject but (laughs) that made me really happy that (inaudible) was to say
that I was the best skipper in my class.

In another narrative she shared a story about a teacher she didn’t like she said:

What she did she wrote all the work on the board for the day and like out of
books and stuff and that’s pretty much what we did every day.

She cried when she found out that she was going to have this teacher for fourth
grade. She felt guilty afterwards because she assumed she had hurt the teacher’s
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feelings and she wrote her an apology note saying; “I’m really sorry I was looking for a
change but I think it will be a good year.”

Sophie didn’t share much about her relationships with her peers but when the
other members of her support circle were sharing their experiences of being bullied in
middle school she shared an experience she had in preschool.

In preschool I remember one girl was so mean to me I was standing against the
fence or something and she pushed me and I said ‘What?’ and she told her
friends to push me and she said ‘push her!’ and it was just like ‘I don’t think
you’re a friend’ but I was just ‘Oh my gosh!’ She was just like and I don’t think
I ever did anything I was never a trouble causing child but I dunno.

It is unclear how this has influenced her relationship with peers and students but
it could possibly be one of the reasons she enjoyed being with teachers during recess in
her elementary school years.

As far as disciplinary practices in her family are concerned Sophie constructs
herself as really not needing any. The only situation she wanted to share was when she
was very young.

Yeah. Um. I’m trying to think. There was something when I was really little,
not really little, probably in elementary school we were playing a game I think
and she was winning and I just got really, really angry and like so I, I don’t
know what I did, if I threw something and she said ‘Alright well I’m not playing
any more’ and she walked away so it was more you know by her reaction I was
just like ‘Oh my gosh! You know what?’ and I didn’t want her to feel that way
or like we’d get frustrated with each other or we would yell a little bit but then,
you know, I would usually apologize I think and just.... yeah.
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In several of her narratives she also mentions feeling guilty for her behavior and
apologizing. Sophie perceives her parents as shaping her behavior through praise rather
than punishment.

I just worked really well after praise and that’s how that’s that made me want to
get better and my Mom and Dad always encouraged me to you know do my best
and they were always I (pause) most of my memories I can’t remember ever
really being punished I know I was I know -1 remember a few times but I was
never grounded or spanked I was very rarely in trouble. I was a great kid.

So Sophie perceives herself to have had a very close relationship with her
teachers and her parents, she worked very hard to please them and enjoyed being with
adults more than her peers. She wanted to be “appreciated” by them. She constructed
her parents and her teachers as friends and worked hard to please them.

Relationship with students
When invited to share her perceptions of the ideal teacher Sophie shared the
following narrative:

Social interaction is very important, creates the atmosphere of the classroom,
respect and comfort that you can go to the teacher, it’s a comfortable safe
environment, not above the students but an authority. They’re kind of in con ...
I dunno that’s not how I want to say it. That the teacher is respected by the
students so she creates their (inaudible) creates this atmosphere where she has ..
.. she knows ... mean ... the teacher can manage the classroom well um and
that she gets their obedience (laughs). You know what I mean when I say that
but that the teacher will be able to like I - I that the teacher can also (inaudible)
forget it.. .the teacher is challenging them, you know, the students will rise to
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the teachers standards and that she - that he teacher doesn’t go down to where
the children’s level of feel comfortable at that she -he or she can continue to just
bring them up to give them, you know, it might be hard but that - not putting a
limit on what they can do, yes - I’m going to stop there.

Her struggle to define the ideal teacher’s relationship with the students was very
predictive of her later struggles in her relationships with her students. In this narrative
she appears to be trying to avoid words that construct the teacher as authoritarian and
controlling but she is unable to find any other way of constructing them.

Sophie’s prepracticum placement was in an inner-city magnet school and she
struggled with her relationship with the students especially with their “attitudes”
towards her. In the following narrative she presents herself as struggling to control the
students who she perceives to be ignoring her. She perceives the students to be out of
control because they don’t perceive her to be as “authoritative” as her cooperating
teacher.

.... then later on that day the teacher was in a meeting and then their lunch was
over so she asked me to go and relieve the lunch lady who was in the room and
‘Sure I can do that.’ And there was just supposed to be silent reading and they
were like she made a clear rule that they can not read together because they are
just too loud reading together. So just trying to get their attention to - they
shouldn’t be reading together and they just aren’t listening and like I’d go up
and talk to individuals and they are just waiting, waiting and ignoring what I’m
saying. And there’s um the technology teacher comes to the room but there’s a
sub that day and so she’s like - she left no lesson plan for me so I don’t know
what I’m doing ‘Are you the teacher in here?’ and I’m like ‘No’ so like I don’t
really know what I should be doing. I don’t know either, I’m not the technology
teacher I’m not even the real teacher. But um I get the kids to sit in a circle, but
they’re -I’m just trying to figure out an introductory activity for them to, um, so
you know they’re all talking and talking like ‘You guys really need to be quiet’
and they have a bell like to ring and they’re not listening and I um finally they’re
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all like all sitting “Miss, Miss, Miss!” Raise my hand 4I’m not talking to anyone
who’s talking to me right now’ and they’re just like, this girl, that same girl, she
goes, she’s like ‘I’m talking coz you’re not looking at me’ (laughs) It’s just
really frustrating you know if they sense that I am just not -1 don’t want to say
not as important but not as authoritative as their teacher but its really frustrating
I was trying to control twenty seven kids and er it’s right after lunch so it’s
coming off a like not a very (inaudible) time where they can talk and stuff. So I
told the teacher I said like ‘all these kids are giving me such attitude.’ So I
dunno, so she had me (inaudible) a minute later and she had me go and sit in
front of the classroom and just tell them - we have the whole like non-violent
confrontational like, I dunno, words to work out (inaudible) so I had to go sit in
front of the whole classroom and tell them how this made me feel and like
‘When you guys weren’t listening to me this made me feel very disappointed’
but it was just really (laughs) it was awkward I mean I was okay with it and I did
it and I’m sitting in front of the class with like twenty seven children doing this
little thing like you know really ‘It made me feel sad that you guys were doing
this and you didn’t respect me’ but it’s just an awkward situation I’d like, okay,
and then she comes back and says ‘Are you all set with them?’ and I’m like
(laughter) Non-violent communication - sure I showed them!

The school in which Sophie’s prepracticum site was situated employed Non¬
violent Communication (Rosenberg 2003) as a form of conflict resolution. It was
unfortunate that Sophie had not been properly instructed in its use before being put in a
position of processing with the group about their behavior. Instead of expressing her
needs and taking responsibility for her feelings she blames the students for her feelings
so exacerbating the situation and alienating herself from them even more. The
communication style Sophie used is the dominant one in Western European culture and
it is the only script, or framework for conflict resolution that she has available to her. In
the few narratives of conflict she experienced with caregivers and teachers she
expressed feeling guilty and apologizing, so this is possibly where she learned this
framework for relating to students.

Sophie shared several stories of her struggle with student behavior throughout
the semester. She tried to reproduce the relationship she had with her parents and her
teachers with her students but there was a mismatch of expectations and she perceives
the students to be ignoring her. She is afraid of being mean but she still tries to achieve
the role of authority figure in the classroom by controlling them.

Classroom management because its just so hard. We were talking about it at
lunch coz the kids are crazy, absolutely crazy, and just like how do you keep
these kids under control without like yelling at them? And I think that they
don’t listen and they’re very set on doing their thing and it’s not you know the
last school I was in Turners Falls, very rural, not a city school and these kids not
to say that all city kids have an attitude but a lot of these kids have an attitude
and will talk back and it’s very different from what I’m accustomed to and I like
that they have personality and stuff. They’re very much unique but at the same
time I just don’t know, I don’t know. So that’s something I really want to just
see how she gets the kids together and if there are any classroom management
techniques. And I feel pretty comfortable working with them kids as far as
teaching and stuff and working with the kids I feel -1 feel fairly comfortable.
That’s really not a problem I can relate to (inaudible) just being that authority
figure still like the, you know, not mean authority figure but - needs to be that
(inaudible) - so much time is put into discipline that they could cover a whole
nother unit if all this time wasn’t put into disciplining kids and I don’t know
what it is or what could change to do that but I dunno.

Sophie is trying to construct herself as a teacher by having control over the
students. When she was asked what she would like to learn from her experience this
semester she replied.

To learn different methods or different ways to keep the kids focused and like
transitions are huge. Changing from activity to activity is when you lose them
and just I dunno techniques or something I don’t know if there’s a set you know
a how to thing coz I would like to know like ‘E’ she just has this essence about
her they just listen to her and I need that whatever she has. It’s like I want it - to
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be that fun teacher but still have that control of the class to kind of mix the two
the balance there I dunno so ...

Sophie’s desire for a set of tools or a bag of tricks that she can use to control
students is very typical of preservice teachers. She identifies a quality in her
cooperating teacher that she perceives to be the reason the students listen to her. She
also perceives this quality to be lacking in herself which is why they don’t listen to her.
The “essence” that she speaks of is a presence that is simultaneously separate from and
connected to the students. In Sophie’s relationship with her students she is either
connected or separated.

Um well I think its been going really well I’ve kind of like learned to take - to
somewhat take um, with you know, to be an authoritative figure. It’s coming
coz the kids they’re just (quietly and sadly) they just don’t listen to me and they
don’t and one kid -1 was doing a penmanship class and same kid was in it last
time when we were here and I - it was right after that kid had um ruined my
lesson.The same boy I was doing another lesson with him and we were
doing a penmanship lesson and he used that first (inaudible) I’m not doing this
and I’m like ‘right well you can go and sit over there’ and he said ‘No I’m doing
it’ and I said ‘okay’ so he starts doing it and then he didn’t get the number he
wanted or something and they he just he puts his stuff down and he’s like ‘I’m
not going to do it’ I go ‘ all right then go and sit over there’ he goes ‘I’m doing
it’ I said ‘no you’re not’ (laughs) it was just like -1 said ‘Go!’ he said ‘What?’ I
said ‘Go! Sit ov’ I was like ‘If you’re not going to participate in class then I
don’t want you in any part of this’. So he went and sat over there and he’s really
mad at me for a while. One of the kids like ... ‘Sophie (name) doesn’t like you
coz you’re mean’ I was like ‘Oh no!’ but later like he was fine. He was like
asking me for help with his work and stuff so he was totally fine so I think there
are some um there’s a little more respect now that they know that I’ll take action
and I’m not just gonna put up with it.

So Sophie starts to become authoritarian in the classroom. She separates herself
from the students creating distance and disconnection and this creates the space for the
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possibility for her to become the authoritarian controlling teacher and at the same time
constructing her students around the binary opposition of obedient or disobedient.

I feel like I’m kind of learning to find the line of being mean like you know it’s
not necessarily being mean. You may have to raise your voice and go like “No
you can’t!’ You can be firm but it’s not being mean and I don’t think they see it
as really, you know, at first for a second they might see it as being mean but I
dunno -1 dunno if they... Like I don’t care if he thinks I’m mean like ‘Oh
Man! I’ve oppressed a little eight year old in class (laughter) I’m a mean
person.’ It’s like later he was like joking around with me and like so obviously.
. er none of the others ... .Yeah well they think he probably sees a lot of
negative attention I - a lot of kids that’s how they get attention I think at home
and I don’t know if that’s - if it’s a cultural if you know like in some families
that’s just how it is.

Jo: It means somebody cares about you if they’re yelling at you

Sophie “Right and I th -1 dunno so I dunno if it’s a cultural thing coz you know
the kids they respond to it so I dunno.

In this narrative Sophie constructs a perception of her self as being mean but
also a perception that the students don’t necessarily think she is a mean teacher. It
seems that Sophie, like many women, have a hard time setting boundaries because they
feel mean when they express their needs. They have been trained from a very young
age to put the needs of others first (Canella 1997).

Sophie experienced the same problem with the Spanish class she teaches.

.. the kids in the Spanish class that I’m teaching. There’s kids that are doing so
bad in class when I’m writing everything o the board as I go and I’m explaining
things and they’re just not paying attention and not listening about writing
anything down like .. and they don’t do their homework its like ‘What! It’s all
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here for you’ It’s like I’m explaining it and writing it and giving you time to ask
questions and they just don’t ..

She infantilizes her high school students by referring to them as ‘kids’ as all the
study participants do, and she presents herself as a victim of her students not listening to
her. It seems that her idea of being assertive is getting mad at the students and trying
harder to control them.

They’re just not very good at this - not with the teacher and I think she’s going
to be - we’re going to have a sub the second part of the day on Friday and I
thought we were going to have a sub last Thursday and I was so scared it was
like ‘please be there, please be there’ I saw her and said ‘I’m so happy to see
you’ (laughs) you know it was like just made my day and she’s like she’s saying
I should sub there over winter break I’m like I don’t know the kids are so bad
(laughing) I don’t know.

She starts to construct the students as ‘bad’ and she starts to get drawn into their
expectation of adults even though this is not who she wants to be.

And I can’t you know I’m just like I kind of model - like try to model what she
does and I’m like I let them (inaudible) I did a penmanship lesson and they kept
talking and I said ‘Look I’m not doing this for me’ I’m like ‘I can write these
letters fine’ I was like (laughing) you know ‘I don’t need the practice doing this
and I don’t want to hear anyone else’s voice’ and they were talking and someone
else started talking again. I was like ‘I don’t wanna hear it’ and I heard his voice
and I was just like ‘Go!’ he was like ‘I was just telling him to be quiet’ I’m like
‘I don’t care what you’re doing you can’t be part of this lesson’ and then he was
like ‘What he Miss!’ I was like ‘NO!’ he said ‘Miss!’ I said ‘GO!’ so it was so
bad (laughing) and I went and talked to him - I’m sorry he said I was just telling
him to be quiet’ I said ‘I know but I asked people not to talk’ and I was like
‘when I say that I mean it’ and I was like ‘you cannot be talking’ and it’s like
‘next time it’ll work out better I think’ and you know we talked about it but I
think you can’t give them any chances coz then they will just will walk all over
you.
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The framework for relating to students that Sophie learned in her early
childhood relationships did not work for her in the context of her inner-city magnet
school first through third grade Montessori classroom. Sophie’s framework for relating
to students was based around rewarding them by praising good behavior and in this
situation, with this group of students it didn’t work. Other strategies that Sophie had
access to were guilt-tripping, yelling, and excluding. This is the template or her script
that she has for relating to students, it represents her bag of tricks as it were.

It appears that the good/bad dualism, or binary opposite that Sophie is
constructing herself around is also how she constructs students. It is one of this
culture’s fundamental beliefs that people are either good or bad and the way to control
people is through rewarding good behavior and punishing bad.

Sophie’s perceptions and beliefs about teachers reflect how she perceives her
parents and her perceptions and beliefs about students also reflect a lot of herself.
Sophie started her prepracticum experience with a ready-made schema or framework of
the teacher-student relationship that she formed in early childhood with her parents and
later with her teachers. She worked hard to please her parents and her teachers and she
enjoyed their attention and their friendship. When she experienced conflict in these
relationships she would express her feelings and then feel guilty and apologize. In her
relationships with her students she has only two schemas to draw from that of‘friend’
and that of ‘mean teacher.’ She perceives her students to be disrespecting her by not
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listening to her and she is afraid to assert herself because she doesn’t want to be the
“mean teacher.” She does begin to realize that what seems ‘mean’ to her does not
necessarily seem mean to the students. She suggests that this may be a ‘cultural thing’.
Her story also provides a good example of how a teacher’s story or schema for relating
interacts with the students’ stories. It is when there is a mismatch between the teacher’s
stories and the students’ stories that problems arise. The students play a large role in
determining the kind of relationship that will be constructed.

Sophie has adopted the traditional social belief about students needing to be
controlled by a teacher who has the power to do so. She doesn’t want to be a powerful
controlling teacher but if the students don’t willingly do what she wants then she
perceives the need to get tough, she knows no other discourse. If she remains a friend
they will not respect her. The “essence” that Sophie sees in her cooperating teacher is
the ability to both be connected and loving, and asserting herself at the same time. For
Sophie there is only loving or “being mean”.

With the absence of a father figure in her life Sophie seems to be relying more
heavily on the social stereotypes for a model of male-female relationships. Although it
is possible that she learned this model from her mother, the other two participants
whose fathers were absent from their lives also seemed to rely more heavily on the
social stereotypes for their gender constructions even though their mothers were
assertive and independent in the participants perceptions, they played the role of mother
and father when they were growing up.
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As an example of how our stories form the framework through which we apply
meaning to our lives, while I was listening to Sophie telling the story about the romantic
Christian novel “Redeeming love” where she was perceiving romance, I was perceiving
a stalker and rapist whose behavior was being justified and sanctified in a patriarchal
story. This, however, was my story, this is the way I construct gender relationships in a
patriarchal society based on my early childhood experiences.

Sophie constructs herself as sociable, adventurous and laid back. Her religion is
a central part of her life and she has constructed herself according to her Christian
beliefs especially the good/bad dualism. She has worked hard to construct herself as
‘good’ as possible and although she began her prepracticum believing her students were
good she very quickly began to perceive them to be ‘bad’. Evidence of her schema for
adults and especially her mother can be seen in her perceptions and beliefs about
teachers while echoes of her story can be heard in her perceptions and beliefs about
students.

Conclusion
From the analysis of the data from the narratives of the five participants
presented in this chapter it is possible to identify persistent themes or stories from which
they are constructing themselves in this context. They were all able to identify events in
their early childhood that were significant because of the way a primary caregiver
reacted or responded, and this is consistent with the research of Bullough and Gitlin
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(1995) and Conle (1996). The data also confirms the theories and research of Bruner
(2002), Wortham (2001), and Singer (1995). Their interpretations of these events then
appeared to form the lenses through which they perceive and interpret subsequent
events. Their interpretations become their beliefs, their framework or schema for
understanding their relationships, their world and their selves. These schemas or stories
had a significant influence on the way they perceive and thus relate to their teachers and
who they became as students. As they begin their teaching prepracticum experience
their perceptions of themselves and their past experiences in relationship with teachers
and parents also influence their perceptions of students and the way they relate to them.

Consistent with the research of Britzman (1986), Carter (1990), Hyman (1990),
Minde (1980) and Kaplan (1992), the discipline practices they learned in their early
childhood relationships are repeated in their relationships with students in their
prepracticum classrooms. Jasmine was the only participant for whom there was no
interview data available and so it was impossible to determine a link between the
relationship style of her parents and how she related to her students. She was also
different from the other participants in perceiving herself to have been constructed as
different from her peers in school and also as inferior to them due to her perceived
learning disability. This perceived alienation provided her the opportunity to see the
world in a different way, or to think independently as she perceived it. She also linked
her painful experience of exclusion to other forms of societal oppression.
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When asked to list their perceptions and beliefs about teachers all except
Melissa used at least some of the same words they used to describe their primary
caregivers. Melissa narrated her teachers and positioned herself towards them in the
same manner as she did her parents. However, her responses to the questionnaire
suggest that she was drawing on her perception of an ideal teacher, or perhaps even her
experiences of her third grade teacher. All the participants perceptions and beliefs
about students reflected qualities that they either consciously or unconsciously construct
themselves around.

An interesting finding from the data was that three of the five participants I
selected for a detailed analysis, Melissa, Amanda and Margaret all provide examples of
how their parents’ stories have had a powerful influence on their own stories. They
identified a trans-generational effect of stories. So not only can they identify how
significant events are influencing their lives but they are also able to identify their
parent’s stories based on their own significant events in their childhoods. These stories
were formed in a different sociopolitical context and serve to illustrate how a culture is
partially maintained through the construction of selves. None of the participants,
however, articulated an awareness of the way that they had, and are, interpreting the
significant events in their lives as being their choice, that there exist multiple ways of
interpreting the events that happen to us. Amanda was the only participant who
articulated an awareness of how institutional discourses powerfully influence how we,
as teachers, construct students as “behavior disordered” and how the context of the
classroom creates the space for this discourse to be taken on.

Sophie’s story also illustrates how the mismatch between the stories of teachers
and the stories of students can influence the extent to which students will be constructed
as ‘good students’ or ‘bad students’. It is not just the teachers’ stories, it is the
difference between the students stories and the teachers stories. As the majority of
teachers in elementary education are middle class white women this has profound
implications towards the education of students who are not raised in white, middle
class, Euro-American families.

Consistent with dialogical theories of the self (McAdams 2006, Gregg 2006) it
appears that the participants were employing a number of binary oppositions in their
self constructions. Repeatedly occurring ones included, smart-dumb, good-bad, weakstrong, hardworking-lazy, able-disabled, powerful-powerless, independent-dependent
and important-unimportant. These binary opposites represent commonly held social
values shaping all of us to varying degrees. What was particularly interesting in
Jasmine’s near drowning story was how the decision she made about herself as being
important and valued at the same time brought with it the possibility that she may not be
valued or important and she does indeed struggle with a perception of herself as being
inferior in terms of academic ability and her body shape.

Another common theme in the narratives was the construction of parents and
teachers as powerful and children or students as powerless. Amanda, Margaret, Sophie
and Melissa seem to accept adult power as common sense (Weedon 1997). It is only
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Jasmine who challenges this discourse and attempts to dismantle it in her relationships
with her students. All the participants infantilized students by constructing them as
“kids”, as powerless, as cute, adorable, and as needing to be controlled. Jasmine was
the only one who challenged this discourse by trying to avoid narrating them in this
way. She only occasionally slipped up and referred to her students as “kids”. All the
participants except Jasmine constructed teachers as having power and authority over
students and that this is something that the teachers can give to them in order for them
to have control over the students.

It is possible to hear echoes of an archetypal American story resonating through
the stories of the participants in this study.

According to (McAdams 1997),

redemption stories are a common theme in this culture and most of the participants
narrated some form of this theme. They had encountered a difficulty in their education,
had struggled and overcome and now want to help others. In Sophie’s narrative there
was the story that she shared about a book that she had read called Redeeming Love.
This was the kind of love she was seeking, she was the one wanting saving. Margaret
was the only one who did not appear to have a redemption story.

The next chapter summarizes the data analysis for the remaining nine
participants linking the findings to emerging cultural themes.
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CHAPTER 5
ANALYSIS OF DATA FROM REMAINING PARTICIPANTS

From the detailed analysis of the narratives of the study participants presented in
chapter four it is possible to identify evidence of the influence of early childhood self¬
defining memories that were formed in their relationships with their primary caregivers.
Once formed, these self-defining memories appear to have had a significant influence in
many of their subsequent relationships. In the context of this study it appears that their
self-defining memories are shaping, to a certain extent, their relationships with their
teachers as they construct themselves as students throughout their formal education
including their current situation. Their prior beliefs about themselves and adults shape
their expectations of teachers which has some impact on how their teachers then relate
to them. It should also be remembered that their teachers also have their own stories
that they have been forming since their early childhoods so there will be no guarantee of
how the teachers will perceive and interpret and therefore respond to their students’
behaviors.

It also seems that their self-defining memories are influencing how they relate to
students in their prepracticum classrooms. As Britzman (2006) suggests they tend to
project themselves into the classroom situation and assume that students are interpreting
their situation the same way that they themselves did when they were in elementary
school.
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It is my perception that their self-defining memories were not caused directly by
the events that happened to them, or anything their parents actually did, rather they
created their own memories from the way they interpreted the events that happened to
them. Parents are a primary influence on children as they are most likely to provide the
most immediate and significant interpretations of the events that happen to them but this
does not mean that their children will choose to take up their parent’s interpretations.
These self-defining memories are not constructed in relationships with primary
caregivers in isolation. They occur in a specific sociohistorical political context shaped
by powerful institutional discourses. Their parents’ beliefs and behaviors are not only
influenced by the current social context but also from their own early childhood self¬
defining memories formed in relationships with their primary caregivers in their own
social context which again is influenced through their own inheritance.

In this chapter I will first summarize the data from six of the remaining nine
participants identifying the stories from which they are constructing themselves that are
influencing their relationships with their students in their prepracticum classrooms. In
the second half of this chapter I will attempt to identify some of the recurring themes
throughout the narratives paying special attention to the ways in which the participants
negotiate the discourses of power through their narratives.

Although the data from the narratives of Matilda and Frieda reveal stories that
have their roots in early childhood critical incidents, for various reasons there was not
enough data to clearly show how their early childhood stories are influencing their
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relationships with students especially concerning behavior, so therefore I have decided
to exclude their data from the analysis in the next section. I have also decided to
exclude Clarissa here as her narratives reveal very complex and interwoven stories with
regard to her relationships with students. To do this case justice would require an
additional chapter. In the following section I will briefly present a summary of the main
findings from the narratives of Toni, Shawnna, Sapphire, Tracy, Charlotte, and Frances.

Toni
Toni’s story is slightly different from all the others in that she did not narrate
herself as passive or submissive. In her narratives she was always autonomous and
agentive. She presented herself as a “tomboy” throughout her childhood and
adolescence and this bothered her mother somewhat as she really wanted her to be a
“girlie girl.” While her older sister was a cheerleader, Toni played sports. She was also
very close to her father who never missed a game she played in.

Although there were several school stories in Toni’s narratives, stories of
embarrassment and shame at being pulled out of class for “reading help”, echoes of
which reappear in her declared “love” for students with learning disabilities. The story
I’m selecting from her narratives is not directly associated to her relationships with
teachers and students.

The story that emerges most strongly from Toni’s narratives was the decision “I
have to take care of myself.” All the other stories I have identified in the participants’
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narratives have emerged from a distinct critical incident in early childhood, Toni’s on
the other hand seems to be emerging in the current context of her life. Toni’s two self¬
defining memories were about her parents always being there for her, caring for her and
supporting her. The first narrative was about when she had to have a hernia operation
and her whole extended family came to the hospital to see her into the operating room.
She was only allowed to pick one person to go into the operating room with her and she
chose her sister and this made her mother cry. The next story was about when she fell
off her pull-up bar and was concussed. She remembered waking up and finding her
mother in the trundle bed next to her.

When she started first grade she had difficulty learning to read and she had to be
pulled out of class for “reading help” she “hated it” because she “felt so embarrassed”
Her parents and her teacher were very supportive and her parents made her read to them
every night, even though she hated it, to help her catch up. In middle school her parents
would make her do her homework as soon as she got home from school, every day, so
she got good grades all through middle school. In high school her parents “tried a
different approach,” they let her do as she pleased, so she would play sports after
school and then come home and get on the phone to her friends and her grades suffered
as a consequence. She said that her parents made the point that it was herself that she
was hurting, not them. Before this she had thought that she was getting good grades for
them and she’d never really thought it was for her life.
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L

Immediately after telling me this story she began telling me about her
relationship with her boyfriend. She’d just broken up with him that last weekend
because he “flipped out” on her. Even though he was her “best friend” she told him that
she couldn’t be with him anymore until he sought professional help with his problems.
She said she felt guilty but “Right now I need me.” Here it is clear that although she
was going through a painful experience with her boyfriend, she is not narrating herself
as a victim, rather she is taking responsibility for herself. She is not constructing her
boyfriend as an abuser, or as a “bad” person either. A little later on she shared that in
her ideal family she would have two boys and a girl. The girl would be between the
two boys because she wanted her to be tough.

I want her to be like me, to be able to be like ‘No!’ Like what she doesn’t want
don’t put up with it! Don’t put up with the B.S. I want my kids to know that
you are the first person in your life, like no-one else matters. You have to learn
to do that in a way that you show that you would do anything for anyone but you
need to make sure in your mind that you’re happy before you make anyone else
happy.

It is possible that, consistent with Adler’s (1937) theory, her behavior in her
current situation was calling forth other memories of being taken care of, and later
taking care of herself. She also projects this into the future to her unborn daughter
creating a trajectory that provides her a stable sense of self in this context.

There are several interwoven and mutually supportive stories in Toni’s
narratives. When asked where the idea that she needs to take care of herself came from
she said it was from her parents. “They’re great, they do everything for me.” She
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believed it was especially because of her relationship with her father. “Dad has this
love for me. He spoils me.” He never missed one of her games, he would buy her any
equipment she needed and he videotaped all her games to send off to colleges. She also
felt a strong need to not leave conflicts unresolved. She believed this came from her
experience of her grandfather dying. She had the opportunity to speak to him and say
goodbye to him in hospital just before he died and so she does not like to go to sleep
before making up with anyone she has had an argument with “just in case.” It is
possible that her belief that she is lovable and deserves to be treated with respect was
learned in relationship to her father and that her need to resolve conflict that came from
her experience of losing her grandfather are both influencing her ability to take care of
herself in her relationship with her boyfriend and to leave that relationship in away that
will be the least harmful to both herself and her boyfriend. Throughout the interview
her stories kept coming back to her relationship with her boyfriend. At one point she
apologized saying “I just keep going back to that because it’s so new to me. It’s all I
think about.” It seems possible from this that, consistent with the research of Carola
Conle (1996), the immediate situation with her boyfriend was producing a resonance
that echoed through her early childhood bringing into relief memories of events with
similar emotional loading and the decisions she made about herself from these events.

Shawnna
Relationship with parents and teachers
In her narratives, Shawnna constructed her parents and grandparents as caring,
compassionate, supportive and devoted. She narrates a significant early childhood
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event about losing her Dolly Lolly at a boat show. In her narrative she says that her
mother had tried to convince her to leave Dolly Lolly at home but she insisted on taking
her. When it was time to leave and she discovered that Dolly Lolly was missing she
was extremely upset and her parents responded by going back and conducting a
thorough search of the building. Dolly Lolly was not found but her mother consoled her
by calling her great grandmother who promised her she would make another Dolly
Lolly.

As a result of this experience Shawnna said that she believed her parents must
love her and care for her very much. In her later narratives about her relationships with
her parents she repeats several times that her parents loved and cared for her very much
and they were very supportive of her. Another significant event that happened when
she was about seven years old was when she went to stay overnight with her
grandparents. There was a mosquito in her room and she was frightened and she
needed her Dolly Lolly which she had left at home. She cried inconsolably and so her
grandparents drove her home forty minutes away at ten o’clock at night. She decided
from this that her grandparents loved her and cared about her very much.

Echoes of her belief that her parents and grandparents loved her, and cared for
her very much can be heard throughout her narratives about her teachers. She feels she
has been extremely lucky to have had such “caring,” “compassionate,” “supportive,”
and “devoted teachers”. The following is an example narrative she shared about one of
her teachers:
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Um I think my second grade teacher was my favorite teacher (pause). Um she
was just a really amazing lady. She was (inaudible) - she was around fifty-five
so she had white hair and she was just really kind, really nice. Her name was
Miss M, and we always called her Milmil and um (pause) we did Around-theWorld like every day and um it was so much fun. She used to have this really
colorful classroom, lots of books, and very supportive. I had a hard trouble with
multiplication and she was always really nice. She’d call my parents and update
them, let them know what I need to work on; really nice lady. I remember, er
the last day (pause) that I had her, the very last day of classes, she read us um
(pause) ‘I will love you forever’ and she started bawling and it was so sad and I
just kind of made me think ‘Oh she really(pause) cares about all of us and she’s
going to miss us.’ So she’s really a great person.

Assuming a psychoanalytic perspective Deborah Britzman (2006) might suggest
that she is transferring her relationship with her parents to her teachers. However, from
the perspective of narrative psychology, especially consistent with the theories of
Bruner (2002), Shawnna seems to have developed a belief about herself from the ways
her parents and grandparents responded to critical incidents in her life. This belief
about herself as being loved and cared about and her parents as loving and
compassionate influences how she relates to people. It seems that she has built a
prototype of adults from her relationship with her parents that informs her how to relate
to her teachers.

From an Adlerian perspective it might be assumed that the context of student
teaching is bringing into relief memories of kind, caring teachers and kind caring
parents. It is my belief however that both phenomena are occurring simultaneously.
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Shawnna’s narratives are replete with stories of losing things or getting lost. It
is not surprising that the story of loss that Shawnna’s teacher read and the emotions she
displayed would resonate with her own feelings about loss. Although she has decided
that her parents and grandparents love her very much there is a whisper of the antithesis
of this belief in another narrative. A shadow of the binary opposite belief of them
loving her and caring about her can be seen in the way she felt about the arrival of her
baby sister when she was two years old. She says she hated her sister when she was
bom. She sat in a comer crying and demanded her mother “take her back!” She said
she loves her sister now but they sometimes get on each other’s nerves.

Shawnna perceives her father as expecting higher academic standards of her
than of her sister and she works very hard to try to get him to say “Good job.” To this
day she says it really bothers her if she doesn’t get an A. It may be that the arrival of
her sister was perceived as a threat to her own importance in her parents’ lives, however
she has chosen to build her life around the opposing story of being loved and cared for.

She narrates her father as holding very high academic standards for her. He
pushed her very hard and she believed that she “could never be good enough.” Because
of her prior belief that her parents loved her and cared about her she interpreted his
behavior as another example of how much he loved and cared for her.

As an adolescent she had a big disagreement with her father over where to go to
college. She wanted to go to a specific prestigious university on the East Coast to study
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education and he wanted her to go there too but to study medicine because he believed
she was too smart to be a teacher. However, she wanted to be a teacher and he refused
to allow her to go there. He told her if she was going to do education she would have to
go to Public University, and they “yelled at each other for three or four months.” Her
mother advised her to do what she wanted to do, so she came to Public University to
study education. She regrets that her father is so stubborn and this is the only thing she
would change about her family.

In her family, conflict was handled by yelling. She comes from a “loud Italian
family” and everyone just yells at each other. When they got angry they would yell
even louder. She yelled at her parents and she also tried guilt-tripping them.
Sometimes they would give each other the “silent treatment.” When her mother went
back to school and took classes in family conflict she would have them all sit down in a
family meeting and talk about their problems. Conflict was not something that her
family feared or tried to avoid.

According to Shawnna, in her elementary school the teachers provided a lot of
structure and the rules were teacher-generated. There wasn’t much disruptive behavior
because they were all so engaged in what they were doing. Students were usually given
a time-out for misbehavior.

In her prepracticum classroom she narrated her cooperating teacher as very
supportive letting her do whatever she wants to do. Her students were very energetic.
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always “wriggling and poking each other.” When she sees this kind of behavior she
will call their name and give them the “evil-eye” or the “hairy eyeball”. She constructs
herself as a teacher as being consistent with her behavioral expectations and in one
narrative she advised Sapphire “stick to your guns.” Here it is perhaps possible to hear
an echo of her father’s perceived stubbornness.

Another story that emerges from Shawnna’s narratives is that of her always
losing things. When she was asked what kind of movie her life would be she said it
would be a comedy.

I think most often it’s a comedy. Um (inaudible) klutz. I’m extremely forgetful
so like this morning I lost the keys to my car (laughs). Spent a while looking for
them in my house. I put things down and can’t remember where I put them. It’s
always a fiasco but I’m sitting there looking and laughing and I-I just I dunno.
I’m a giant goofball....”

Later in the same circle she shared a self defining story to illustrate how her
family is very important to her. When she was ten, her sister eight, and her brother was
three, her father asked her and her sister to look after their brother while he worked
outside but they started playing with their Barbies and they lost him. Although to her it
seemed like he was missing for a long time they were both too scared to tell their father.
They eventually found him but she said it was “very scary.”

In conclusion Shawnna, like all the other participants, has narrated a critical
incident that was significant to her because of the way her parents responded. As a
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result of this she made a decision about her parents and grandparents that influenced
how she related to them and how she constructed herself in that relationship. Having
constructed herself around this belief in her relationships with her primary caregivers
she then transfers this, or reenacts this, with her teachers constructing them the same
way. In her relationship with her students it is also possible to hear the whisper of her
father’s stubbornness. She does not have any real difficulty in her relationships with
her students and this may be partly due to her lack of fear of conflict that she learned in
her family relationships. She does construct teachers as having authority and power
over students and this is because she constructed her parents the same way. Adult
authority is common sense to Shawnna and although she believes strongly in modeling
democratic principles in the classroom she believes that kindergarteners are too young
to be given too much responsibility for themselves and they “need structure.” This is
her perception of kindergarteners based on her own experience in elementary school
and in her family.

Consistent with the research of Conle (1996), an echo or resonance can be heard
through Shawnna’s narratives of loving, caring, supportive adults. This is her
framework, this is how she constructs adults and so this is what she experiences.
Parallel to, and interwoven with her story of her parents loving her and caring about her
is another story about losing things and getting lost. In several of her narratives she
constructs herself as always losing things, she lost her Dolly Lolly twice, she lost her
little brother, and she lost her car keys on the morning of the first orientation circle.

206

Shawnna’s story contains the binary opposites of loving and caring-unloving and
uncaring, and a parallel and interwoven story of losing things or becoming lost.
In the data yielded by the questionnaire, Shawnna’s perceptions and beliefs about
teachers it is possible to see the reflection of her constructions of her parents, and in her
beliefs and perceptions of students it is possible to see a reflection of her self (see
Appendix G).

Sapphire
Relationship with parents
The significant early childhood event that Sapphire chose to share was a near
death experience for herself and her mother. Sapphire was adopted from India as a
baby and when she was about four years old she and her mother got into a serious car
accident. Sapphire is terrified of bugs and as they were driving along a bee came in
through the window and Sapphire started to scream. As her mother tried to swat the bee
the car came off the road and hit a tree. Sapphire remembers an emergency medical
response person unsuccessfully trying to prevent her from seeing her mother’s body
being taken from the car. She has actually had three near death experiences in her life
and as a result of these she has decided to “Live, live life to the full!” She sees her life
as an adventure story and her favorite vacation would be whitewater rafting with her
friends. The theme of ‘life’ appears frequently throughout Sapphire’s narratives.
McAdams (2006) and Gregg (2006) would suggest that she is using the binary
opposites of life-death in her construction of herself.
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Another theme occurring in Sapphire’s narratives is that of being constructed as
different. She was raised in a very small town in Downeast Maine and she claims to
have been the only person of color in the area. As a result she perceives that she
experienced a lot of racism. However, her parents helped her to interpret the behaviors
of others as lack of education and they would go into her school and teach the children
about diversity and about racism. She also learned that you shouldn’t “compare
yourself to others” especially images of women in the media, you should just “be
yourself’ and that she is very special to her parents. She interpreted the behavior of her
parents advocating for her that she had a right to be respected and she decided that you
have to “fight, fight for your right to be respected.” In a later story she narrated herself
as literally fighting a boy who was being racist towards her and that gained her a lot of
respect from the other students.

Sapphire’s parents are both academic, her mother is a high school teacher and
her father is a professor in a nearby university town. She perceives them to value
academics very highly. When she began to struggle with her academics her parents
found her a tutor and she felt very embarrassed about this. She would lie to her friends
by telling them she had to go home for a snack when really she was having to meet with
her tutor. When she told her mother how embarrassed she felt, her mother provided her
the space for the possibility that this could be an example of how special she is. Even if
she is struggling with her academics she can show herself respect by taking care of
herself and getting the help she needs to catch up. Her story of being acceptable and
special just as she is conflicts somewhat with her parents’ and society’s values. She
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constructed herself as getting very stressed about showing her father her grades. She
narrated him as expecting her to work harder and do better. She said that eventually
though he told her that it didn’t matter that she “wasn’t an academic kind of person” and
that he loved her for who she was. She agreed with this story as it is consistent with her
prior perception of her self as being okay, and even special just the way she is.

Possibly due to her perception of the fragility of life, her need to feel in control
of her life is very strong. In the following narrative she suggests that she has obsessivecompulsive behaviors.

Well I was talking to my boyfriend a couple of days ago - er - couple, well in
the summer, and he diagnosed me as being a little - slightly obsessive or
compulsive what is it?, obsessive, yeah, is that what its called? .. yeah so I
have a little of that because I have - we were talking about you - you allow
stress, if you want stress you’ll have it or something. I have post-its
everywhere saying I have five things to do. Okay five, the same five things are
on -somewhere else - same five things so I have it all around obviously looks
like I have a million things to do but it’s only five things but like one list. So
what I was thinking of is getting rid of that - getting rid of the fact that I’m so
obsessed about having a list, having everything exactly this is what’s going to
havven and then if I get stressed, if I have my schedule, I mean right now like
I’m behind schedule so if I have everything done I’ll have everything done
tomorrow which is crazy and so - anyway - um - but then I’m thinking ‘you
know what? I wouldn’t change that because that’s - that makes me who I am and
the fact that I’m obsessed like that makes me actually get the stuff done so if it’s
not harming me or anyone else then its okay. So I actually wouldn’t change
anything at all.

Also in this narrative an echo may be heard of her story of self-acceptance, of
herself as being okay just the way she is even if she is a little obsessive compulsive.

209

Relationship with students

In Sapphire’s elementary school students were given ‘consequences” for
misbehavior. She told me a story of how one day she didn’t want to do her homework
because she would rather play outside so she weighed up the pros and cons and decided
she would not do her homework and she would “pay the consequences tomorrow.”
This is the model her teachers provided for behavior control.

Like the majority of the study participants. Sapphire accepts the traditional
discourse of adult and teacher, constructing them as having power over younger people
and commanding the respect of their students who should be obedient, submissive, and
compliant. Consistent with the beliefs of Canella (1997), these are the most commonly
held beliefs that teachers have about student behavior and they have their roots in the
legal discourse that is the foundation of this culture. It influences the possible ways of
being that teachers can provide for their students. This is also how she perceived her
parents would control her behavior. She believes that in order to control behavior there
should be negative consequences and in the following narrative she asks the group what
other forms of punishment are available other than time-outs and taking things away.

Going along with the whole thing about acting out and then getting attention um
that happened today actually after my IDD day and it was three o’clock and this
boy just threw a tantrum. And I’ve learned actually from this - going back¬
packing this summer kids don’t act out just to act out, there’s something behind
going on. They can’t use their words and say ‘Hey, you know, My Mom’s not
giving me attention help me,’ you know? They can’t do that especially with the
kids that - I’m with the kindergarten class, so they can’t do that. This summer
this boy acted out and everybody said he was just, you know, just a trouble
maker bla bla bla and he was actually sexually abused and nobody knew about it
until one day he just blurted out. So I-I from that moment I always think ‘hey’
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you know ‘something’s going on with these kids.’ If they’re acting out, if they
don’t want to share their markers, if they draw attention, we need to get to the
bottom of this. So my question is ‘Okay (sigh) do a time out, go ahead, go to
the comer, whatever, but are there other ways that we can um (pause) give
children consequences?’ Now what I’ve been trying to do is maybe taking
things away, like this boy actually threw a basket ball today at one of the
teacher’s faces, and it hit her in the face, and so now he doesn’t take his ball
home, his basket ball or his football that he really likes - so there, it’s two things
that he really likes is taken away - that’s a consequence. I’m wondering is there
anything else besides time-outs and taking things away in a classroom to try to
promote good behavior?

According to Sapphire’s beliefs, good behavior is promoted by punishing bad
behavior.

In several of Sapphire’s narratives she perceives her students’ behaviors to be
out of control. She says she can’t make them listen to her and she perceives this to be
disrespectful. She believes there should be much more structure in the classroom.
There are certain things that kindergarteners should be able to do and they are just not
doing them. Throughout her narratives she talks a lot about how to control students.
Her struggle with how to ‘judge’ student behavior is a common theme in the narratives
of all the study participants. It is my perception that they believe that they need to
understand why the students are behaving in certain ways in order to change their
behavior. In the following narrative Sapphire presents all the possible causes of a
particular student’s behavior that she has available to her and these represent the beliefs
of most of the participants.

I have a problem. Here’s my problem. Everything’s happening to me today.
This kid, this is just his - not his day. He’s crying because I gave him - he
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didn’t want the devilled eggs so I gave him two crackers - usually have three but
we didn’t have time to eat two so he started crying. He has two crackers okay?
Yeah, boo hoo okay. Then he starts getting mad and the kids are starting to line
up and he’s crying. Kids leave, teacher comes over and says ‘You know? Do
you want to talk about it?’ things like that, he picks up a chair and he throws it
right across the room. He’s angry and he’s strong and I guess he’s been known
to flip tables. I mean he’s - I’m in kindergarten and this kid’s about this high so
.. (sigh) I’m here thinking ‘what do I do?’ It’s not like you can go over, and
you know you’re not supposed to restrain a child, you’re not supposed to. So I
just kinda stepped back and my teacher had me call the office, and the assistant
principal came down and just, you know, just wanted to see what was going on
and she actually picked him up like you would your child, like this, and carried
him out like this, I think actually gave him a hug first and then carried him out.
At first he was like, he was bad, well he was being bad, you know? He threw a
chair, why? But then um I realized that all kids need the hug once in a while.
All kids need ‘it’s okay if something’s going on please tell me’ and ‘we’re here
for you,’ kind of physical too, you know, the hand on the shoulder, ‘I’m here
let’s talk’ or something. And I just don’t know how I would handle something and they still don’t know. I think he was just having a bad day you know
(inaudible) factor is family things, and there are some things going on in his
family right now but I mean I wouldn’t know how to react with - some kids
want to be left alone, they want ‘okay fine you wanna be in the comer that’s
cool’ you know ‘just chill, I’m over here’ or something and some reach out for
you and want that hug and want to tell you their life story and I’m just afraid one
of my kids would throw a chair but I don’t want to always call the principal ‘Oh
by the way come down here please’ always have someone else deal with it.
.Cute little boy though .... so cute you know but gets mad_growls,
fists. He’s like ‘Oh! Like really angry. When he’s angry, he’s angry, I feel so
bad so I think, yeah, I think it’s a temper thing - something that they need to
work on him if you get mad do something else don’t.Yeah I’m sure the
mother was told (inaudible) you know ‘what’s going on in ,, is there anything
we should know about that’s affecting your child this way?’ I mean I just
remember you saying about recording and I actually during one of my times
while the teachers were talking um they brought up this story about how this boy
used to scratch his neck like this like really fast and get angry like snap and it
was psychological, neurol.. that big word ...
Jo: Neurological
Sapphire:
.. neurological okay it was that kind of thing. So every time he would like
scratch his back, I mean his neck really fast you knew something was going to
happen ... he just flipped ... so at least there you could see the symptoms, you
could see the stages of progression getting to the point but I think this was just
an off day because I’ve never - they told the teacher that he was going to be a
wild one but that has never happened before so ... anyway that’s my problem.

As the incident began, Sapphire’s first perception of the child was that he was a
‘crybaby,’ a victim, so ventriloquating herself as powerful. She then reconstructs him
as violent and herself as a victim, he was ‘bad.’ She quickly re-constructs the child by
re-positioning herself towards him by saying that he was being bad. She expressed
surprise that the Assistant Principal hugged the child because consistent with Sapphire’s
behaviorist philosophy this would be reinforcing the ‘throwing the chair’ behavior. The
realization that some ‘inappropriate’ behavior may be a symptom of an emotional
problem, or a cry for help, leaves her confused as to how to respond. It challenges her
prior beliefs about students and behavior control. She moves from constructing the
child as bad, to behaving bad, to being sad. She then narrates him as ‘cute,’ meaning
lovable, but also as ‘angry,’ meaning fearsome. She then locates the cause of the
behavior in the home and then back again to the child using a medical model to explain
his behavior. Each time she makes the narrative shift she reconstructs herself in relation
to the child. It is possible that her ability to do this ‘shifting’ maybe a reenactment of
her relationship with her father described earlier. She perceived him as being
disappointed in her low academic performance and felt ashamed because of this, but
then later she constructs him as loving her for who she was anyway. It may also be a
repeating pattern in her relationships with her peers in her elementary school whom she
would construct as ‘bad’ because they were racist but then later, with the help of her
parents, construct them as uniformed and needing education. This is what is motivating
her to become a teacher; she wants to teach children through a multicultural curriculum.
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Sapphire’s relationship with her students is also possibly being influenced by the
perceived lack of respect that was shown to her in her elementary school. She believed
that some of her peers were disrespecting her and she had to “fight for the right to be
respected.” In her preservice classroom she narrates her students as not respecting her
and this is re-stimulating an old story of not being respected in school by her peers, she
is re-positioning herself towards her students as she did towards her peers bringing up
an emotional response that makes it difficult for her to find new ways of constructing
them and thus herself.

So Sapphire constructed herself and her parents in a shifting and sometimes
contradictory relationship, and this pattern is repeated in her narratives of her
relationships with her students. One important theme in her story is that she is
constructing herself around the perceptions of herself as being inferior because of her
race, body shape and academic ability. Alongside this belief is a contradictory belief
that she is unique, special and worthy of being loved for whom she is. These dialogical
beliefs are a constant struggle as her belief in her own inferiority is reinforced on a daily
basis by the powerful institutional discourses that maintain the cultural norm for beauty
and ability. Sapphire learned a variety of scripts for discipline practices from her
parents and teachers. These beliefs are consistent with the institutional legal discourse
of this culture. She constructs teachers and adults as powerful authorities and students
as needing to be controlled, to be compliant. What is so interesting about Sapphire’s
narratives is that she clearly demonstrates how teachers construct themselves as
teachers in the ways they construct students. By creating a space for the possibility for
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students to be a particular way we also recreate ourselves in terms of that same
possibility, in that same space. In her responses to the questionnaire, her perceptions
and beliefs about teachers and students strongly reflect her beliefs and perceptions about
herself and her parents (see Appendix G).

Tracey
Relationship with parents -

Tracey was the eldest of four children, her next sibling being a sister two
years younger than herself. She told me that her father was a major league baseball
player and so he was away from the family for most of the year. She perceives her
mother to be like a “best friend” to her. She describes her as absolutely incredible,
especially since she managed to raise four children on her own. She perceives her
relationship to her mother as being wonderful. Tracey “loved, loved, loved” her family.

The significant early childhood event that Tracey shared was a birthday party.
Her mother had invited her entire kindergarten class for a sleepover party. They were
all sitting in a circle sharing something about themselves and Tracey showed them a
photograph of her father holding her as a baby. It was her perception that this was the
cover of a magazine and the caption was “Baby of the Year”. This was something she
cherished but when her mother found her telling all her friends she was baby of the year
she interrupted her immediately telling her it was a fake. She said she was so upset she
“nearly died.” Her construction of herself in her father’s arms as “Baby of the Year”
was destroyed in that moment. It is possible that Tracey had interpreted her father’s
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absence as an implication of her self-worth as most young children do and the
photograph of him holding her as “Baby of the Year” was a concrete contradiction of
this belief. It is possible that another strategy Tracey used for assuming some selfworth was to take care of everyone in her father’s absence. In one of her narratives
Tracey shared how she has the need to take care of people. At meal times she has to
make sure that everyone has everything they need. When her father is home she will
make sure that he has the best chair. Her roommates in the support circle also observed
that she is often taking care of her friends’ needs before her own. As another example
of her need to take care of the needs of others before her own, in another circle she
shared how she is going into teaching because believes that when she has children she
will be able to work around their schedule. This is in stark contrast to what Tracey
claims she would really like to be doing. In the following narrative she describes her
dream job as being a wedding planner for the stars.

Well my list goes on for ever and ever but um I would love, love, love to be a
makeup or hairdresser for the stars. I would love that (laughter) my favorite job
in the world would be a wedding planner like for the stars they’d like I would
only work on Newbury Street or L.A. (loud laughter) But I’d have. I’d have just
like this amazing clientele, they’d be calling me off the hook and I’d love to be
an e-news reporter (laughter) and I’d know (pause) I’d (inaudible, loud laughter)
This is what I like want to do with my life. A shoe designer, a lingerie designer
(pause) Uh! I’d give anything to do that um and this would never ever be work
for me ever, it would be vacation twenty-four seven and I would switch one job
to the next but I sort of live in a fantasy world but I dunno you never know You
might see my name somewhere in the big lights. I cross my fingers.
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In this narrative it may be possible to hear an echo in the subtext of this
narrative tracing back to that unhappy moment on her birthday; an echo of her longing
for her ‘super-star’ father’s recognition.

In a later circle Tracey revealed that all might not be quite so wonderful in her
family as she first narrated. She narrates her siblings as being very hurtful to her, they
used to tease her and make her cry a lot. Her younger sister in particular would
deliberately try to wind her up and then say sarcastically “Wow! You’re really psycho
Tracey!” She wished she could be more laid back and not let them upset her so much.
A similar theme appears in another story she shared about being the victim of extreme
bullying in High School. Tracey narrates herself as being very popular and having a lot
of friends. She loves to be nice to people and take care of them but this also leaves her
vulnerable to exploitation and abuse.

Discipline

Tracey narrates her mother as being “really, really strict,” she would get angry
“fiery in the face”. But she believed that, for the most part, she and her siblings never
did anything wrong. They just knew what they should or should not do and behaved
accordingly. Her father, on the other hand was more of a friend to them as she
perceived that he didn’t believe he had the right to discipline them seeing as he was
away so much of the time.
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Relationship with teachers

An echo of Tracey’s relationship with her mother can be heard in the way she
narrates her teachers, just as she narrates her mother as loving, kind and caring, as well
as strict, scary and fierce, so she narrates her teachers. Most of her teachers were really
nice, kind, caring, and loving, but one at least was really scary. Once a teacher had
made her read out loud in front of the whole class and she was so terrified she couldn’t
read the words. The teacher made her stay in front of the class even though she was
crying too hard to be able to read.

Tracey also constructed her relationship with her cooperating teacher in a
similar way. She perceived her cooperating teacher to be highly critical of her and not
supportive in a helpful way. She dreaded going to her practicum and in the first support
circle she processed with the group what to do about her situation. She really wanted to
be moved to a different classroom but on the other hand she didn’t want to be perceived
to be a “quitter”. She also was afraid that her cooperating teacher might write her a bad
letter of reference to the graduate school. She felt guilty talking about her this way as
she could also see ways in which she did support her, as well as evidence that she did
think she was a very good student teacher. Her cooperating teacher had told her that
she was one of the top three student teachers she had worked with in all the years she’d
been training teachers. With the support of the other circle members she decided to
define exactly what her needs are for her to complete her practicum in that particular
site and have a conversation with her cooperating teacher. With the support of her peers
and supervisors she articulated her needs to her cooperating teacher and recreated
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herself as assertive in that relationship. She completed her prepracticum very
successfully.

Relationship with students

Tracey perceived herself to be having a difficult time establishing a
relationship with her students as she was afraid to do anything that might hurt them.
She “loved, loved, loved” them. She described them as cute and adorable. It is my
perception that in her projection of herself on to her students it is possible to see the
fragility of her self worth that she created in her relationship to her father. She
demonstrates some creative ways to overcome her underlying belief that her father
didn’t love her enough to give up baseball and stay home while she was very young.
Although she has done so very effectively this belief is still present in the subtext of her
narratives. In her responses to the questionnaire, her perceptions and beliefs about
teachers and students strongly reflect her beliefs and perceptions about herself and her
parents (see Appendix G).

The analysis of Tracey’s story that I have presented here is only one trajectory
of her self that emerged in the context of the circles during her prepracticum experience.
It could be that the current context of her life was triggering memories that are
consistent with what she believes and feels about herself in this situation as Adler
(1937) would suggest. It is also important to remember that Tracey’s story reflects her
interpretations of the events of her childhood, how she applies meaning to those events.
It is in this particular construction of the self that creates the space for the possibility of
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change, by changing our interpretations we can change ourselves and thus the trajectory
of our lives.

Charlotte

Due to technical difficulties there was no interview data available for Charlotte.
However it is still possible to hear a story emerging from her narratives.

Relationship with parents
Charlotte narrates her parents as loving and caring. They were also very
religious and held very strict moral standards for her and her younger sister. She
narrates her parents as frequently making her feel guilty, and she also perceived her
parents to be disappointed in her. On two occasions she narrated a story about being
dishonest and feeling so guilty she had to confess. The first time was when her mother
“forbade” her to wear her favorite green tee-shirt to school, so she “hatched a plan” to
smuggle it into school in her back-pack and change into it when she got there. The plan
worked but when she got home she felt so guilty she had to confess. The second
occasion was during adolescence, she told her mother that she was planning to take a
day off work to see Mandy Moore at the Mall and her parents told her they were very
disappointed in her for even thinking about being dishonest to her boss.

When invited to share a story about something her parents did that she really
wished they hadn’t she said that she really wished they hadn’t instilled in her such a
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strict conscience because it gets in the way sometimes. She narrates her parents
frequently as being disappointed in her.

Although she stresses how much her parents love her, the antithesis of this belief
can be heard in the way she narrates her younger sister. The first story she told about
her sister was when they were very young. She used a marker pen to put freckles on her
sister’s face. Although her sister wanted her to do this she knew at the time that she
shouldn’t do it. She was afraid that her parents would be very angry at her but instead
they thought it was really funny.

In several narratives Charlotte constructs her parents as being disappointed in
her. Charlotte admits to picking on her sister who is three years younger than herself
because she perceived her to be so much smarter than herself and all the teachers adored
her.

My younger sister was always - all while we were growing up I like picked on
her all the time and everything. And I think it was partially because she was
always she always did really, really well in school she was like a junior and so I
would do mostly like As and Bs, a few Cs and - but she always, always, always
got like straight As and A pluses and all the teachers loved her and she was got
all these awards and everything. So I always felt like a little - like even though I
was doing really well too - but like still wasn’t as good as (name) so just didn’t
really count.

In this narrative Charlotte appears to be constructing herself as unloved in
comparison to her sister, even her teachers loved her sister more than they loved her.
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However, at the same time she also told a story of being appreciated by her grandfather,
and this made her feel special.

.. and I remember one time my grandmother came up to me and told me how
proud my grandfather was of me because like - that I was a girl with a good
head on her shoulders, like common sense, and just was like praising me about
like all these things my grandfather had said about me. And he would never
have said that like in person but she just told me about it. I always felt so proud
that he’d noticed me and not my sister and hadn’t - like he’d actually noticed
that I was doing well too and that instead of like (sister’s name) who was like
valedictorian (inaudible) or something like that but he also noticed that I was
doing well too so I always felt very special because of that.

It is important to remember here that Charlotte was constructing herself in her
relationship to her parents from her perception that they were disappointed in her. It
was her perception of their perceptions of her.

Relationship with teachers
As she constructed herself in her relationship with her parents so she
constructed her self in her relationships with her teachers. She narrated a story in an
elementary school math class. The students were allowed to do free choice if they
finished their assignments. As she was already so far ahead of the others she decided
not to complete all her math assignments and she did some free-choice activity until the
end of the lesson. At the end of the lesson however, the teacher noticed that someone
had not completed an assignment and she had the whole class stand up while she read
off the names of all the students who’d finished their work. One by one students sat
down as their names were called until she was the only one left standing. She felt really
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bad and her teacher told her that she was really disappointed in her. This confirmed her
prior belief about herself.

Relationship with students
Because Charlotte was pushed very hard by her parents to succeed academically
she perceives all students as needing to be pushed to work hard in school. In answer to
the question, why do they think it is that middle class white students are generally more
successful in school one of the reasons she suggested is because of the lack of role
models so it’s “Much harder to get them to work hard and do well in school and then
you can be like this person or something.”

Here also it may be possible to hear an echo of her decision about herself as
disappointing her parents and working hard to please them and become someone in
their eyes. It is possible that if she is projecting herself on to her students as Britzman
(2006) and Crow (1987) suggest then this may suggest her reason for her working so
hard in school herself.

Three major binary opposites emerge in Charlotte’s narratives that she may be
constructing herself around; pride and shame, loved and unloved, smart and not smart.
She constructs herself as inferior to her sister in the eyes of her parents and then her
teachers. She perceived them to be disappointed in her and this caused her to feel
shame. This is why when she was told that her grandfather was proud of her it made
her feel special. Because she believed her parents were disappointed in her, this is the
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way she constructs her teachers too. She also constructs her students as needing to be
pushed in order to “be someone” and this could also be an echo of the way she
constructs herself in her relationship to her parents. In her responses to the
questionnaire, her perceptions and beliefs about teachers and students strongly reflect
her beliefs and perceptions about herself and her parents (see Appendix G).

Frances
Relationship with parents
When invited to share a self-defining story Frances said, after passing on the
first round so she could give it some more thought, that she didn’t have one. Instead
she shared a story about how her mother has taught her to be strong and independent.
She said that she wouldn’t be who she was today without her mother to teach her that.

Frances was the youngest of four children. Her parents divorced when she was
six. Her father was alcoholic and physically abusive to her two brothers and she
witnessed at least one particularly violent incident. He was verbally and
psychologically abusive to her mother. After the divorce her mother made all of them
go to counseling twice a week and this is where they learned how to communicate their
feelings and this, she believes, is why they are all so close. Her counselor told her she
was “the listener.” She listened and took in everything but she didn’t contribute very
often. She believes she is a better listener than a talker. She loved her counselor and he
seems to have had a lasting effect on her. Probably as a result of her father’s behavior
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Frances feared conflict. To resolve conflict with her mother they would write each
other notes.

Frances perceives her mother to be very caring and devoted. She loves her
mother with whom she says she has a wonderful relationship. She told a story about
how when she suddenly became too afraid to go to school in first grade her mother
arranged her working schedule so that she could become one of the lunch ladies at her
school. She says her mother put a lot of pressure on her to succeed academically. She
gave her a lot of support and encouragement. She would get very upset if she ever got a
B.
Frances perceives her father to be very selfish and she finds it very hard to
forgive him for what she perceives as his abandonment even though she knows he has a
disease. Of the four siblings she is the only one who tries to stay in regular contact with
him and she knows that he lies to her a lot about his circumstances, and she finds this
very hard to accept.

I still keep in contact with him. Um, I don’t like what he does and I don’t like
how he acts still to this day but I guess he’s my father and I just think of it like
that way. Like I just I know I can’t trust him -1, you know, - but I still like,
yeah, I just know what to believe, what not to believe .... I can still call him
and I - if I need anything he’s always - he wants to but he has a lot of bull crap
(laughs) you know?

Relationship with teachers
Frances attended an all-girl Catholic school which was very traditional but she
loved her teachers. She constructed her teachers as she constructed her mother and also
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her therapist. Her favorite teacher was a male teacher who taught religious studies and
they would sit in a circle and discuss things as they did in counseling.

In school they were all “good, good, girls” so there wasn’t much need for
discipline. She remembers that perhaps they might lose recess. It is possible that
Frances’ fear of conflict caused her to be very good in school. The only difficult time in
school that she could recall was with peers in sixth, seventh and eighth grades when the
bullying started.

I remember 6th, 7th, 8th grades were tough years. You’d fight with your friends
and, you know, you had your clicks like. And then you’d have your three best
friends, then you’d have your other friends but you’d be fighting and then you’d
lose like- like there’s a lot of drama for no reason “You said this so I’m going to
get all your friends to be my friends.” So you know we were nasty.

Relationship with students
Frances had a difficult time with the behavior of her students in her
prepracticum classroom finding it hard to assert herself. From my observations of her
in her prepracticum classroom she was very loving and nurturing towards the students
and she created very engaging activities for them but still she had a very hard time
trying to make the students listen to her. As she progressed through the semester she
did begin to find the courage to construct herself as more assertive in her relationship
with the students. There was one incident where a boy wrote “Red Socks Suck” and she
told him that this was inappropriate language in her first grade classroom and as a
consequence she “took him off the boat.” He was very upset for a while so she

226

explained to him that these were rules that they had all agreed to and that she would
also give him the chance to get himself “back on the boat.”

Although it was my observation that Frances was having a hard time getting the
students to listen to her she didn’t share any stories about this in the support circles.
She did share some stories about the behaviors that she found the most troublesome
however. These behaviors seemed to be similar to the stories she shared from her own
relationships in her schooling and with her father.

Yeah. Coz I never know what to say coz there’s these three girls (inaudible) I
don’t know. What do you say to them? It’s like every time they’re in
(inaudible) ‘Well I think that she’s mad at me.’ ‘Well what do you mean she’s
mad at you?’ What do you say? ‘Just figure it out?’ Is that what you say?

As she had a problem with her father lying to her so she has a problem with her
students lying to her.

Um it would probably be um when someone doesn’t listen or like lying even
with the first graders like I’m like now is this what we’re supposed to be doing
and they’ll be like ‘Yeah’ and I know they’re lying and they know that I know
they’re lying but they’ll continue to do it and I-I just wanna be like- like ‘So is
this what Ms. S would really let you do?’ ‘Yeah, yeah we can do this, this is one
of the activities’ and then I’m like ‘Okay, I’m going to ask Ms S’ So I go like
ask her when I come back they’re doing something totally different and that just
totally kills me like they know that they’re lying to me and they just continue to
do it.

The hardest time she has is when the students lie to her about what they are
allowed to do. She says that sometimes when the teacher is out of the room she will
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find them doing something that she is not sure that her cooperating teacher would allow
and when she asks them if they are allowed to do it they will look her straight in the eye
and say that they are. A few minutes later when the cooperating teacher returns, they
drop what they are doing and get on with something else.
It seems that there may be an echo here of her story of her relationship with her father.
The kinds of things that trigger an emotional response in her childhood relationships
and in her relationship with her caregivers are more likely to produce a strong emotional
response in her current relationships.

It was probably like you kind of like you thought that you’re not seen as an
authority. I -we were at recess for lunch and this one little girl’s called ‘the
school yard bully’ (laughs) She’s so cute but she’s the schoolyard bully. When
we rang the bell to come inside and she didn’t come in so this is probably like
the first week or maybe the first day or something. So I was just getting to know
the students and she’s still sitting on the jungle gym and everybody’s inside, like
‘okay’, and Sally went in and I’m like ‘Okay I’ll go and do this’ am like ‘Sarah
come on’ you know ‘its time to go in’ and she’s like not even looking at me and
I’m ‘Oh my God what am I gonna do? Coz I don’t know how Susie disciplines
them yet or like how she talks to them it was like the first day so I’m like
‘Sarah! You heard the bell! Lets go!’ you know so I had to like walk over there.
So I’m like (firm voice) ‘Sarah!’ and she finally turned around so I’m like
‘Let’s go!’ you know so I brought her in ‘Sarah wouldn’t come in you know and
she’s like ‘Oh!’ so come to find out she does like have a little behavioral
problem but she has mild seizures every couple of seconds so she’s a lot of the
time she’s not there and she said Sandy said she can have - be very like reactive,
really not listen but we think at that certain time she was having mild - like she
has them all day long you know so sometimes you can’t get her attention at all.
So I’m calling her name and she’s spaced out like. May be if she saw me and
saw me talking it would be different but I thought she was totally blowing me
off like ‘I’m not coming in because she’s telling me to come in.’

Here again, is an example of the need to know how to talk to students in order to
know how to create the relationship with them. She needs to know how her cooperating
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teacher talks to them. As she draws from different discourses to narrate the students so
she shifts her own subject position.

It seems that the relationship she creates with her father is influencing her
relationship with her students in that she keeps creating the same space for the
possibility for both her father and her students to do this. She is creating herself in her
relationship with her father in the same way she is creating herself in her relationship
with her students.

In her responses to the questionnaire, her perceptions and beliefs about teachers
and students strongly reflect her beliefs and perceptions about herself and her parents
(See Appendix G). From the narratives that Frances presents it seems that she accepts
the traditional discourse of teacher as authority and she struggles to construct herself as
an authority, as having power over students in her classroom. Part of her difficulty with
her relationship with her students is her fear of conflict that probably has its roots in her
relationship with her father also. It could also be the gender script that she has learned
from society. According to this script women are supposed to be nurturing, caring,
passive, and submissive, not assertive. It is possible that in the absence of a male role
model she may be relying more heavily on a social stereotype for her gender script.

Discussion
All the participants identified critical early childhood events that have had a
significant effect on their relationships with teachers and with students. Consistent with
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the research and theories of Bruner (2002), Wortham (2001), and Singer (1995), it
seems that the way they interpret these events forms the framework or the schema for
their later relationships. Consistent with Wortham’s (2001) work, it is the way they
narrate themselves in the present that produces a sense of self. The participants all
constructed and re-constructed themselves in their relationships with teachers by
reenacting the same ways they constructed themselves in their relationship with their
parents. They also constructed their students as they constructed themselves giving the
appearance of projecting themselves into the same situation and identifying with them.
Toni’s narrative illustrates that it can also be that the current context of our lives that
can bring into relief the memories of past events in our lives with similar emotional
loading bringing with them also the same or similar meanings that have been attached to
those past events.

The data analyzed in this chapter demonstrates the contradictory, fragmented,
and often shifting nature of the self. This is consistent with the theories of Bruner
(2001) that the self is partly constructed in the meaning we apply to critical events that
then forms that framework or the lens through which we interpret future events. The
data also illustrates the findings of Wortham’s studies suggesting that the way we
position ourselves towards interlocutors in the present while we narrate our stories from
the past is a significant part of the way we construct ourselves and our relationships. In
our relationships from the past we learn to position ourselves towards others in ways
that can become habitual. However, consistent with dialogical theories the findings in
this study suggest that the participants took up multiple positions in the present
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depending on which societal discourses they were drawing from at the time. They had
access to several different societal discourses which provided them with different
subjective positions and thus different ways of relating to others. In the data
summarized here it is clear that our stories are multiple, highly interwoven, mutually
supportive and at the same time parallel, contradictory, and conflicting.

From Shawnna’s story for example it is possible to see how her story of losing
things and being lost may be connected to her story of her parents loving and caring for
her and to the birth of her sister. Sapphire’s near-death experiences and the resulting
need for control in her life must also have an influence on her orientations towards
student behavior and thus the way she constructs herself and students in her relationship
with them.

One of the most persistent findings from analyzing the data from the narratives
from Toni, Shawnna, Sapphire, Tracey, Charlotte and Frances is the prevalence of
binary oppositions in their stories. Consistent with dialogic theories of the self (Gregg
2006, McAdams 2006), it appears that all the participants in this study are relying
heavily on dualistic concepts in the way they construct themselves. This is very
consistent with Western modernist ideology. The binary opposites in the narratives
analyzed in this chapter are; pride-shame, caring-uncaring, lovable-unlovable, goodbad, independent-dependent, strong-weak, inferior-special, respectful-disrespectful, lifedeath. What seems to be happening is that once an awareness is made of a positive trait
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or characteristic it calls forth its antithesis. The binary opposites that are present in the
narratives of the participants also reflect the values of this culture.

Discipline
From the review of literature, especially the literature reviewed by Packard
(1988), it would be expected that the preservice teachers would become progressively
more authoritarian as a result of experience in the classroom. Although it is not really
possible in this study to determine if all the preservice teachers were actually becoming
more authoritarian in their classrooms as a result of experience, it was certainly true of
Sophie who regularly shared her struggles with the behavior of the students. She began
her prepractucum experience very fearful of conflict and also trying hard to espouse to
liberal, humanistic, and democratic orientations to classroom management. With time
in the classroom she gradually and reluctantly became more authoritarian. The problem
seemed to lie, not so much in the nature of philosophy of her classroom which was one
of the most democratic in the area, rather the problem lay in her construction of the
relationship between students and teachers, and in the kinds of skills she had for
constructing herself in relationship with them. She had access to some very useful tools
for conflict resolution; the school that she was teaching in used Marshall Rosenberg’s
(2003) non-violent communication techniques but unfortunately, as she was not
properly instructed in their use, she relied on the strategies promoted by the institutional
legal discourse for behavior control based on retributive justice which encourage a
philosophy of controlling others through punishment or the threat of punishment, or by
blaming and shaming others as opposed to clearly stating our own needs. Consistent
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with the findings of the research reviewed in chapter two, especially the research of
Kaplan (1992) the participants all claimed to have learned their approaches to discipline
in their family of origin. They used the same strategies as their primary caregivers
whether they approved of these or not.

The participants’ disciplinary practices seem to have been learned through the
way they have constructed themselves in their relationships with their primary
caregivers who have also themselves been subjectified by powerful societal discourses.
These discourses are evident in their narratives and they appear as certain truths, as
common sense.

Deborah Britzman (1985) concludes her ethnographic study of student teachers
and the cultural context of student teaching, that social control is a significant feature of
schools. The pressure for social control gives rise to three cultural myths; everything is
dependent on the teacher, the teacher is the expert, and teachers are self-made. She
further suggests that the pressure for social control and the myth that everything
depends on the teacher give rise to the belief that teachers must control students. It is
this attempt to control students that sets up the resistance in students and the power
struggles that ensue take up a great deal of the teacher’s time. The myth that teachers
must control student teachers is very evident in the participants’ narratives. However,
as Foucault (1980) theorizes, power is not static, it is not something that can be
possessed by someone, that can be given or taken, it is a process, a dynamic that is in
constant motions. Mary Phillips Manke (1997) demonstrated this in her study of
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classroom power relations. Students are not powerless and the classroom relationship
between students and teachers is a constant negotiation of power.

Clashing discourses

Several of the participants voiced their struggles to control students and their
narratives revealed the discourses that they had available for them to do this. As
Sapphire narrated her struggle to make sense of her student’s behavior she drew from
different competing discourses, the discourse of ‘bad student’ needing punishment, the
discourse of‘bad behavior’ needing correction, the discourse of‘abuse victim’ needing
saving, and the discourse of‘mental illness’ requiring medical treatment. As she
constructed her student from each of these subject positions she performed discursive
shifts as she subjected herself in relation to him accordingly. She appears to be
paralyzed by the existence of these competing discourses not knowing which to assume
to be true. However, it is in these moments where these competing discourses clash that
there is the space for autonomy, for choice in how to construct others and ourselves. It
is these spaces that are not yet defined, before the subject is interpellated or ‘hailed’ into
being, these spaces that are outside the word, it is here that we can pause, if we dare,
and let other possibilities arise. So much of our responses to the behaviors of others
consists of reflexive, conditioned responses from our own childhoods as Melissa
articulates.

Instead of looking for answers, for behavioral truths, we can hold that not

knowing, that space of powerlessness, of not trying to control others. To critically
reflect for a moment and decide who we want to be, how we want to be ‘hailed’ into
being. In those moments of emotional intensity we can reconstrue our perceptions of
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what is happening, how these perceptions first came to be formed in our early childhood
relationships and bring into relief from our memories other events, other possible
perceptions and beliefs, other ways of being that might give rise to relationships with
students that might liberate and empower.

In Sophie’s narratives the discourse of teacher control of students is strongly
present. Although Sophie learned that she could get her needs for attention met and win
the appreciation of parents and teachers by being good and performing well, this is not
the same discourse her students were taking on in her classroom. By being a nice, kind
caring teacher it is possible that the students just didn’t recognize her as a teacher. In
her description of the perfect teacher Sophie struggled to articulate the relationship
between students and teachers. She seems to be constructing teachers as having power
and authority. It appeared that she was conflicted, not wanting to use words that would
construct teachers as controlling and managing students and yet not being able to
construct them any other way. She didn’t have access to any other discourse. As with
the other participants she was drawing from the binary oppositions of good and bad to
construct herself as a student and as a teacher and also her students. It appears that she
was subjectified as a “good student” displaying the kinds of behaviors associated with
“good students” and she assumed her students would want to be subjectified the same
way. When they didn’t behave as she expected, or as she would as a student, she was
drawn to constructing them as “bad students”. Because she had constructed herself
around this good-bad binary she constructed her students the same way. Although from
a psychoanalytic perspective this has the appearance of projection, from the perspective
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of narrative psychology it is her constructs of student behavior, from dialogic theories
of self in particular it is partly the binary oppositions that she uses to construct herself
and students. It is also possible that Sophie is aware of other discourses supporting
progressive educational theories and could be struggling with the clash of discourses as
Sapphire did. As the semester progressed Sophie struggled more and more with student
behavior. So many preservice teachers are afraid of becoming a mean teacher in their
students’ eyes. Again this seems to be coming from a binary opposition that they draw
on in their construction of teachers. Teachers are either ‘nice’ or ‘mean’, and this can
paralyze their response to student behavior.

Britzman (1985) found that along with the expectation that teachers should
control students is the belief that if they don’t manage to do this it is their fault, it is
because they are incompetent and this was seen in several of the narratives. An echo of
this discourse can be heard in the earlier narrative from Sapphire as she struggles to
construct who he is in order to control him. At the end of the narrative she articulates
the awareness of the perception that control of students is a reflection of her
effectiveness as a teacher.

I’m just afraid one of my kids would throw a chair but I don’t want to always
call the Principal ‘Oh by the way come down here please,’ always have someone
else deal with it. That’s my problem.”
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Relationships with fathers

One very interesting finding from the study was that there was a tendency for
these students to perceive setting boundaries as being mean. As they were all young
and mostly white, middle class, women they were strongly socialized to be passive,
submissive, caring, and nurturing. Being assertive does not appear to be part of their
gender construct. However, there were strong differences among the participants in the
ability to set boundaries. An interesting commonality shared by those who struggled
the most was the lack of a father figure in their lives, while those who struggled least
with their relationships with students had fathers who were very involved in their lives
and who had an especially close relationship with their fathers. Sophie, Tracey, and
Frances had absent fathers. Sophie’s father died when she was seven and although her
mother remarried she didn’t develop a close relationship with her stepfather. It may be
that she relied instead on her beliefs about God and to social stereotypes to inform her
how to be a woman in this society. Frances’ father was absent through divorce and
although she narrates her new stepfather as being very loving and supportive, she still
appears to be afraid of conflict. She did articulate her anger at her mother for standing
up to her father to end the abuse and blamed her for the loss of her father even though
she knows it is irrational. She had a difficult time setting boundaries to student
behavior but not as difficult as Sophie. Tracey’s father was absent for different reasons,
and he was only absent for certain months of the year but when he was home she
regarded him as more of a friend than a father. By this she meant that her father didn’t
believe he had the right to discipline his children as he was not there for them most of
the time. Her mother on the other hand while being very loving and caring, struggled to
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raise four children on her own and was “extremely strict.” Although Tracey had a
difficult time at first establishing a relationship with her students somewhere between
the friendly relationship she had with her father and the controlling relationship with her
mother she did manage to work out a reasonable balance of the two. She also had a
very difficult time at first expressing her needs and setting boundaries in her
relationship with her cooperating teacher whom she also perceived to be extremely
strict and also caring and supportive. However, with support from the other circle
participants and support staff she managed to express her needs and reconstruct herself
in her relationship with her teacher. The participants who had the strongest
relationships with their fathers seemed to have fewer problems setting personal
boundaries. This is consistent with Nancy Chodorow’s feminist psychoanalytic theory
of gender construction. She believes that because girls’ experience of mothering
produces a stronger bond between mothers and daughters there is a lesser degree of
individuation and more flexible ego boundaries. For boys on the other hand, because of
the distance of the father in the relationship they assume a “positional identification”
with them, masculinity becomes the repression and devaluation of femininity (Weedon
1997)

From the perspective of narrative psychology however, it is the discourses of
femininity that construct women as passive and submissive and we learn these through
our identifications with, and relationships with, our mothers. For those who have
fathers who are very involved in their lives and to whom they are very close, however,
they have access to other discursive possibilities. Their fathers, subjectified by the
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discourse of masculinity, may support their daughters’ growth in assertiveness and the
ability to develop boundaries. For those whose fathers were absent the tendency is
strong for them to draw from the social stereotypes to inform them how to be and relate
as women. They are interpellated, and become subjectified by a stereotypic discourse
of gender. Those who have learned how to be a woman in the relationship with their
fathers seem to have a more diffuse conception, or construction, of gender. I don’t
mean to suggest here that this is conclusive evidence for the need for the consistent
presence of a biological father nor even that a close relationship with a man is necessary
at all. What is does suggest is that when men and women construct themselves and
their gender around binary oppositions rejecting and accepting only one half of these
oppositions we limit not only ourselves and who we can become but we also model for
our children, male or female, just one half of what is possible to be as a human.

All the participants in this study accept the ideology that adults have the
inalienable right to control children. It is such a fundamental part of their belief system
that it is common sense, and as such it is a fundamental part of how they continually
construct themselves in their relationships with parents, teachers and students. It
provides strong evidence of the process of subjectification of the self through the
discourses of powerful societal institutions.

Conclusion

From this brief examination of the discourses of discipline it is clear that the
participants are constructing themselves and their students within the traditional
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student-teacher power relationship. Their assumptions are clearly consistent with
Western Modernist ideology and this makes it very difficult for any classes in education
theory to change their behavior. This is clearly seen in Sophie’s narrative.

The data analyzed in this chapter suggests that the study participants constructed
themselves from the meanings they have attached to critical early childhood incidents in
relationships with their primary caregivers. They also construct themselves through
binary opposites rooted in cultural values. There is also evidence to suggest that the
current context can also elicit memories with the same emotional loading and cognitive
processing. We continually construct and reconstruct ourselves as we create our
relationships with teachers and students. The data revealed that all the participants had
multiple stories that were highly interwoven, mutually supportive and at the same time
parallel, contradictory, and conflicting. The study participants’ disciplinary practices
were learned in their early childhood relationships. There is also evidence of powerful
institutional discourses that our caregivers draw on to help us make sense of critical
early childhood incidents and that continue to ‘hail’ us into being. Through the
narratives of these preservice teachers it is possible to hear echoes of powerful teaching
discourses that are expecting them to control their students.

Although this leaves us with a depressing prognosis for the possibility for
teacher education programs to create changes in educational practice, this study does
reveal some spaces for the possibility for a change in the discursive practices of teachers
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that could result in more liberating and empowering reconstructions of the self in
relationships with students and with teachers.
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CHAPTER 6
CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS.

As summarized in chapter two, the research literature suggests that the majority
of preservice teachers struggle in establishing relationships with their students. They
generally enter the field with liberal ideals and student centered orientations towards
learning and behavior management which “wash out” very quickly once they begin
teaching in the field (Bergmann 1976, Packard 1988, Veenman 1984, Hoy and
Woolfolk 1990). Through their teaching experience they rapidly become more
authoritarian and controlling towards their students Tabachnick and Zeichner 1984).
Furthermore, prior research has established that our relationships with our primary
caregivers form the foundation, or schema for all our future relationships (Kaplan 1992,
Rosen 1986, Minde 1980). There is also research suggesting that early experiences
have powerful and persistent effects on who we become and how we relate to others.
Our primary caregivers and powerful institutional discourses combine to inform us how
to make sense of these critical early childhood events (Weedon 1997). However, it is
my perception that it is not entirely the events themselves, nor the way our primary
caregivers reacted or interpreted these events, nor is it the powerful discourses that
‘hail’ us, rather, we select from the variety of available interpretations of the critical
events that these sources provide. It is in this awareness that there exists the possibility
for change, for the exercise of autonomy, for the reconfiguration of the self in
relationships of power.
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The self is not only formed in relationships in early childhood it is an ongoing
process in which we continually construct and reconstruct ourselves in our current
relationships through the language we use to speak ourselves into existence and also the
way in which we habitually position ourselves towards others while we do so. The
early development of the self and the continued interaction with powerful societal
discourses make it very difficult to change the way preservice teachers relate to
students. However, by becoming aware of their interpretations of the significant events
in their lives and the lasting impact of these in their relationships and by comparing
them to the stories of others they may become aware of other possible ways of knowing
and being, they may bring into relief from the stream of memories other events that
contradict what they already know about themselves and how they can relate to others
and create the space for the possibility for the creation of new stories, new selves, new
ways of relating.

The purpose of this study was to identify and document the meanings preservice
teachers have attached to the significant events in their lives that have an impact on
their identities as students and teachers. The study was designed to answer three
questions: 1) What are the significant events in preservice teachers’ lives that have an
impact on their identities as students and as teachers? 2) How have the significant
events in their lives been interpreted and have shaped what they know and believe about
themselves and thus become part of their life history? 3) In what ways have these
interpretations changed through their student teaching experience?
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This critical phenomenological study used a circle process adapted from
peacemaking circles that are used in many indigenous communities throughout the
world and specifically in the Northwest Territories of Canada. The circle format was
used to elicit the self-defining memories and stories from preservice teachers in the
fourth year of their undergraduate studies. Their narratives were collected through a
one-hour long interview as they entered their teaching prepracticum, a two-day
orientation circle and four two-hour support circles throughout the semester. The data
analysis employed Stanton Wortham’s (2001) tools to discover how they are
positioning themselves in their narratives across the semester to provide a sense of the
influences that their interpretations of the critical early childhood events may be having
in their current relationships.

During the 1960’s and 70’s there was a plethora of research into teachers' pupil
control ideologies using a survey instrument, the PCI (Packard 1988). This research ,
although it yielded data linking pupil control ideology to many aspects of the self and
the school context, was based on modernist and humanist assumptions about the
relationship between teachers and students. Few studies to date have addressed the
discursive production of self in the teacher-student relationship, see Davies (1990-1999)
for an example. Dialogical theories reject essentialist notions of the self assuming
instead that we are bom into a world already constructed in language and that we
develop a self through the process of subjectification by powerful institutional
discourses (Weedon 1997).
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Although much research has been performed into the effects of critical incidents
and self-defining memories on personality and life story (Singer 1995), and also into the
significance of early experiences and the effects on teaching styles and identities (Conle
2001), to date however, there has been no research into the effects of the meanings
preservice teachers apply to critical early childhood events on their later relationships
with teachers and students and how their self constructions influence how they construct
teachers and students.

Findings
Critical early childhood events
The narratives of these preservice teachers provide evidence that they have all
made interpretations of critical events in their early childhoods that have formed the
lenses through which they have continued to make sense of their lives, how they
construct themselves, their parents, teachers, and students. The participants all narrated
multiple stories that were sometimes interwoven and mutually supportive, and
sometimes parallel or contradictory and they all identified a critical event or series of
critical events that were at the root of one of their stories. Although they narrated
critical early childhood incidents that differed from each other they all interpreted their
parents’ responses or reactions as an example of how much their parents loved and
cared for them. Amanda chose not to give an example of a critical incident but instead
shared a narrative to illustrate how much her parents loved all family members just
because they were family. Melissa’s critical incident was intervening on her own behalf
to stop her father from “spanking” her. She interpreted her father’s behavior as caring
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about her even as she perceived it to be inappropriate. Margaret shared a story of her
father’s love for her and although she narrates her mother as loving her too, in the
subtext it is possible to hear her perception of her mother’s indifference. Jasmine
shared a story about a near-drowning incident and how her decision was that her parents
loved her and valued her. Sophie shared about how her father forced her to wear an
outfit that she “hated” for the school photographs, and how mad she was at him, and
how bad he felt afterwards. Although she didn’t articulate her guilt about this, a story
emerges of how afraid she is of hurting people’s feelings by expressing her own.
Charlotte’s early memory was putting freckles on her younger sister’s face. Although
her sister wanted her to do this, her motivation to do so was not entirely altruistic and
she feared her parents discovering her real motive. Sapphire’s near-death experiences
were interpreted as gifts of life, and inspired in her the incentive to love and appreciate
her parents no matter what. Tracey interpreted her significant early childhood event as
her father’s betrayal but quickly found another way to prove to herself how important
she was to her family by helping her mother take care of her siblings in her father’s
absence. Shawnna’s story of her parents’ search for Dolly Lolly was an example of her
parents devotion and Toni’s experience with her hernia operation was also interpreted
as her family’s devotion to her. Frances shared a story about her mother being strong
and independent and this is who she herself has become.

These stories of parental love and care seem to have formed the lenses through
which they have chosen to interpret themselves as being lovable, and parents and
teachers as being loving and caring and devoted to their futures. However, underneath
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the belief in their parents’ love and care, in the subtext of their narratives, it is possible
to detect a whisper of the antithesis, that their parents might not love them. For
Margaret, Melissa, and Charlotte their assertion of their parents love was a thinly
stretched veneer. Margaret articulated her mother’s love and care while simultaneously
ventriloquating her as being indifferent and even hostile towards her at times valuing
her sister more highly. Melissa ventriloquated her parents as dysfunctional,
inappropriate, uncaring, and too self-involved to provide for her needs. Charlotte
articulated her parents as loving her but also ventriloquated them as valuing her younger
sister more.

Through all the stories of preservice teachers the binary opposites of smart/not
smart were extremely prevalent and it appears that perhaps the struggle to please
parents and secure their love was involved. Amanda narrated her parents as loving and
supporting her while ventriloquating her brother as “perfect” in their eyes. Because of
this perception she struggled hard to be as perfect as her brother in her parents’ and
teachers’ eyes. Margaret narrated her father as loving her for whom she was and didn’t
care if she did not get good grades. She ventriloquated herself as ambivalent about
achieving good grades. She sometimes tried hard to get good grades to be acceptable to
her mother and sometimes she fought with her mother over her academics. Jasmine
narrated her family as not pushy about grades but supporting her in getting her learning
needs met so she could do what she wanted to do. She narrated them as valuing her and
yet she also narrated them as making her feel inferior in body shape. She also perceived
her teachers to be making her feel inferior to her peers in terms of her academic
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abilities. Sophie worked hard to get parental attention and to please adults by doing
well and being nice. Sapphire’s parents pushed hard for grades and she tried hard to
please her academic father and felt ashamed of not doing well. Tracey “loved, loved,
loved” her family even though they were mean to her, in the subtext was the fear that
they didn’t love her. Shawnna’s articulation of her parents’ devotion was set against the
birth of her baby sister. Her drive for academic success may be seen in part to be the
desire to please her parents and so secure their love. Toni worked hard to please her
parents at first but then she rebelled and didn’t work hard to punish them. She decided
to work hard again in high school, at first to make her grandfather proud, and then for
her future life. Melissa also did the same. Charlotte worked hard to try to secure her
parents love and then to make her grandfather proud. Frances worked hard to please her
mother but then later for her own independence and survival.

Academic success, for these preservice teachers, was synonymous with
independence, survival, and becoming someone that their parents would be proud of, or
to become worthy of their parents love. None of the participants in this study
articulated any intrinsic interest in academics. This may be partly because of their
developmental level. As Singer (1995) suggests as they are still in the process of
forming an identity they are in the story-making stage of narrative self-construction.
However, as their narratives suggest, their teachers relied heavily on extrinsic rewards
to motivate their behavior, and this is well known to reduce intrinsic motivation.
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For five of the participants the birth of a sibling emerged through their narratives
as a critical incident even through they did not name it as such when invited to share a
critical early childhood incident. The need to secure parental love or to become worthy
of their love is a big motivational factor in the academic success of these preservice
teachers, this was especially prevalent in older siblings whose fathers were involved in
their children’s academics. For Frances academic success equated survival. Becoming
someone their parents or a grandparents would be proud of or someone who could
survive independently seemed to be motivating most of the participants.

There is evidence that the participants perceived their parents pushing them
constantly to achieve academically to be evidence of their love for them, and that they
also perceive parents who don’t push their children academically to be not loving their
children. This story was consistent for all the participants in the study, even though
some of them felt at first that their parents were pushing them for their own selfish
needs they eventually changed their minds. This is possibly because they had already
decided that their parents loved them as a result of earlier childhood events and so they
needed to reconstrue their parents’ behavior as an act of loving to reduce the dissonance
in their cognitions.

The data strongly supported the research of Gregg (1996) suggesting that we
construct ourselves around binary opposites. Consistent with dialogical theories of self
it appears that all the participants in this study relied heavily on dualistic concepts in
their self construction. This is also consistent with the theories of Hodge and
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Struckman (1975) suggesting that this is typical of modem Western European dualistic
ideology. The binary oppositions in the narratives also strongly reflect societal values
around which we position ourselves and others along a hierarchy of social power. Pride
and shame were particularly prevalent. It seems that parents and teachers were
articulating how proud they were of their children or students and this calls forth the
possibility for the children or students the very antithesis of pride, the possibility that
the parents or teachers could be ashamed of them. It also puts pressure on children to
make their parents proud and in this way it is possible that the parents’ shame becomes
the child’s burden. In the subtext of several of the participants’ narratives was the belief
that their parents would be disappointed in them if they didn‘t do well academically.
The many binary opposites that all reflect common societal values were,
ability/disability, smart/not smart, strong/weak, independent/dependent, brave/fearful,
hard-working/lazy. These were just some of the most important ones that were a big
part of how they construct themselves and their students.

Although the focus of this study is concerned with the meaning that preservice
teachers attach to critical early childhood events forming the lens through which they
interpret current events and the framework with which they construct themselves in
relationships with parents, teachers and students, this study also provided evidence
consistent with Adler’s (1937) theory for the influence of the current context eliciting
memories from the past in the construction of the self. The process of breaking up with
her boyfriend elicited from Toni’s past, memories of her standing up for herself, these
memories, this way of construing herself was then projected in to the future as she
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considered teaching these skills to her unborn daughter. Although these two theoretical
perspectives appear to be contradictory, this study provides evidence that both
phenomena may have been occurring simultaneously.

Relationships with students
Consistent with the research of Britzman (2006), and Crow (1987), there was
also strong evidence that the study participants were projecting themselves into the
classroom and identifying with the students. From the perspective of narrative
psychology it is the meaning preservice teachers attached to their own experiences in
childhood and in schools that is forming the lens through which they make sense out of
their students’ experiences. When Jasmine witnessed her cooperating teacher tear up a
student’s test paper in front of the class she perceived that to be abuse and it elicited
memories of her school experiences bringing with them the painful emotions she had
experienced at the time. She then assumed the student must be feeling the same way
and was surprised that the student showed very little emotion. She was constructing her
students in relation to their teacher as she felt herself to be constructed in relation to
hers. One of Amanda’s biggest fears was missing class so she perceived a student
labeled as ‘behavior disordered’ to be acting out because she was experiencing
frustration at being pulled out of class and therefore denied access to the information
she needed to complete the tasks she was given. This tendency to construct their
students using the same framework, or lens that they use to construct themselves was
the same for all the study participants who shared narratives of their students. Also, the

251

words they use to describe their perceptions and beliefs about students in the
questionnaire (See Appendix G) are very similar to the way they present themselves.

Relationship with teachers
Consistent with the theory of Britzman (2006) suggesting the presence of
transference in the student teacher relationship there was evidence that the participants
had applied meaning to critical early childhood events that formed a framework through
which they continually reconstruct themselves by reenacting the same relationship with
their teachers that they did with their parents. All the participants reenacted the
relationships they formed with their parents with their teachers. For example,
Amanda’s math teacher went to all her field hockey games and went to her home to sit
down with her to plan her future just as her father did. Through her behavior towards
him she opened up the space for the possibility that he could behave in the same way
her father did. In a similar way Sophie’s teachers became her friends, and Melissa’s
teachers were ineffective, inappropriate, and unsupportive. This process was evident in
all the narratives of the study participants. The way the study participants narrated their
parents also closely resembles their responses on the questionnaire eliciting their
perceptions and beliefs about teachers (see Appendix G).

Discipline practices
This study yielded data that is consistent with the research of Minde (1980),
Britzman (1986), Carter (1990), Hyman (1990), and Kaplan (1992) that the preservice
teachers employ the same discipline practices that they had experienced as children.
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Many of the study participants narrated stories of difficulty with student behavior.
Those who did described employing their parents’ strategies. Amanda presented her
father as giving “twice as much love as discipline” and this is how she handled what she
perceived as inappropriate behavior. She perceived herself to have “made some
mistakes” as a child and so when she perceived one of her students to be acting out
inappropriately she constructed him as making a mistake and by so doing created the
space for the possibility that he could still be a ‘good student’. When Melissa perceived
one of her students to be misbehaving she grabbed him and took away the balloon he
was playing with because she didn’t want him to have it. This was the same strategy
her father used to discipline her that she had judged as inappropriate. She gave her own
behavior the same evaluation suggesting that it was a reflexive response.

Consistent with dialogic theories the study provides evidence of powerful
institutional discourses in the narratives of the participants. It was clear that the study
participants were constructing themselves and their students within the traditional
student-teacher power relationship. They accepted the traditional ideology that adults
have the right to control children. Although many of their narratives contained
language suggesting the continuous, shifting dynamic of power as they construct and
reconstruct themselves in different relationships of power as they struggled to gain
power over students, it was a common belief that power was something static, that
could be owned, that could be given and taken. The discipline practices represent part
of the preservice teachers’ ideological interrelationships with the world, this is why they
are so resistant to change.
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As the research reviewed in chapter two suggests, discipline practices that we
learn in early childhood are difficult to change. Some theorists suggest that it is because
of the emotions that we attach to our experiences of discipline in early childhood
(Kaplan 1992). For others it is the scripts or frameworks for discipline that we formed
in early childhood (Knowles 1992), and some believe that powerful institutional
discourses frame our ideological interrelationships with the world that inform us how to
know, be, and relate (Bahktin 1981).

The data from this study seems to suggest that teachers’ discipline practices are
shaped by their experiences in early childhood. Their frameworks, or scripts for
discipline have strong emotional associations as they were formed in relationships with
significant others whose discipline practices were informed also by powerful
institutional discourses that continue to influence them and their ideological
interrelations with the world.

Although the student teachers in this study had access to a number of different
discourses of discipline their own experiences were, for the most part, consistent with
those employed by the schools they worked in and are part of their larger beliefs about
relationships in education including their relationship to knowledge. The majority of the
participants in this study were drawn to education because they struggled with their
academics, they worked hard to overcome their difficulties, they succeeded and now
they want to help other students succeed. They have yielded to the dominant discourse
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of education. This is the discourse that has the most persistent influence on how they
construct themselves as students and as teachers. It behooves them well to maintain this
ideology if they want to succeed in a teaching career in public schools, but it presents a
problem for schools of teacher education who are continually struggling for school
reform.

Perhaps one of the most significant findings this study reveals is the ways our
constructions of ourselves, our habitual ways of relating to the world that we learned in
early childhood, interact with powerful clashing societal discourses in our current
context as we narrate others in different subject positions we position and reposition
ourselves towards them. As preservice teachers draw on the language from different
discourses to describe or explain their students’ behaviors so they take up different
subject positions for themselves towards their students in relationship with them. There
exist multiple clashing discourses of discipline within the traditional discourse of
education that preservice teachers have available to them to help them make sense of
their students’ behaviors. Sapphire openly narrates her struggle to understand the
behavior of a particular student and as she does so it is possible to hear the powerful
clashing discourses that she draws from in her narrative. In narrating him into different
subject positions she also assumes different discursive positions for herself towards
him; she takes up different subject positions not only towards him but towards the
world. It is in the awareness of these discursive shifts that we all perform in our
different relationships that there exists the possibility for autonomy, for consciously
choosing specific subject positions, to relate to particular people in particular ways, and
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thus construct ourselves in particular ways. It is in these spaces between the discourses,
spaces not yet named or defined, outside the word, it is here that we may find the space
for possibility, for other ways of being ourselves and thus relating to our students.
Instead of looking for answers to the problem of student behavior in behavioral truths
we can choose to explore these spaces of not knowing, the spaces of powerlessness, of
not trying to control others, to critically reflect for a moment and decide who we want
to be, how we want to be ‘hailed’ into being, and then we can be, we can assert
ourselves and express out needs, name our boundaries without trying to control others,
we can liberate and empower ourselves and our students.

The findings of this study suggest that the participants are constructing
themselves from their interpretations of significant events in their early childhood
primary relationships. For their interpretation of the events they look to their primary
caregivers in order to learn how to apply meaning to the event. Their primary
caregivers however also learned how to interpret the event in their own early childhood
relationships and this is how a culture is maintained.

Another interesting finding from the study was the problems these participants
had in asserting their boundaries. Part of the traditional subjectification of White,
middle class women is to tend to the needs of others before our own. Women are also
subjectified as passive, submissive beings who form their identities in relationship with
others and there is often confusion over the setting of boundaries. This was especially
noticeable in the participants whose fathers were absent from their lives. Nancy
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Chodorow (1978) suggests that this is the result of mothers being primarily responsible
for childcare and fathers being distant from the relationship. However, it is my belief
that when fathers have close relationships with their daughters they will, by virtue of
their own discursive position, open up the space for the possibility for their daughters to
learn a more diffuse gender identification. The need to take care of people coupled with
the difficulty asserting themselves made it very difficult for the women without a close
relationship with a father figure to take care of their own needs in the relationships with
their students. Instead of asserting their own boundaries in their classrooms they rely
more heavily on the myth that teachers must control students. This sets up resistance in
the students making their task even more difficult. The participants with the closest
relationships to their fathers had the least problems in their relationships with their
students.

The circle process
The circle process was effective in yielding large amounts of very rich data for
the purpose of this study. The participants were able to identify the critical early
childhood events that have become part of their life story. They were not able to see
that it was the meaning they had attached to these events that was shaping their lives,
not the events themselves. Part of this problem was because the group was so
homogenous that they had similar events that they had interpreted in similar, very
positive ways. When there is a diverse group it is usual to have people share the same
stories with different interpretations. This did not happen in this group. Their
interpretations of their early childhood critical events did not change throughout their
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prepracticum experience, nor did they articulate awareness of how their stories were
influencing their relationships with their students.

Conclusions
The findings from this study support previous research suggesting that early
experiences have the powerful and persistent effects on the ways preservice teachers
construct themselves as teachers. Unlike previous research this study has identified the
way that preservice teachers have applied meaning to critical early childhood events
drawing from binary opposites based on significant cultural values. They draw from
interpretations borrowed from their parents and also powerful societal discourses to
construct themselves and others in their relationships with their parents, teachers and
students. They reenacted their relationships with their primary caregivers in the their
relationships with their teachers and they identified with their students and constructed
them as themselves.

Although the participants narrated multiple stories that were highly interwoven,
overlapping, and mutually supportive, yet parallel, contradictory, and conflicting, only a
select few were presented in this study to demonstrate the importance of the long lasting
effects of the meanings that preservice teachers have applied to critical early childhood
events. These stories form a trajectory from the meanings they have attached to these
$

events to the future, they form the lenses through which they interpret current events
and shape their relationships with teachers and students. In reality their many stories
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interact with each other in highly complex ways. There is also evidence that the current
context can also elicit memories from the past creating different stories or trajectories.

The participants of this study were extrinsically motivated to succeed
academically in their own schooling. Although most were motivated to become
teachers through their love of children they did not articulate any intrinsic interest in
their academics courses of study including the study of education.

Consistent with prior research, the participants all employed the same discipline
practices that they had experienced in their family of origin, whether they approved of
them or not. They constructed themselves in relation to their students based on the
traditional power relations between teachers and students regarding power as a static
entity that can be possessed, given, or taken. Their discipline practices are very
resistant to change because they are fundamentally a part of preservice teachers
ideological interrelations with the world. The participants who had absent fathers had
most difficulty with the behavior of their students and the participants with the closest
relationships to their fathers had the least problems.

The participants drew from powerful, clashing discourses of teaching in order to
apply meaning to the behavior of their students. An example was used to illustrate the
ways preservice teachers drew from different discourses to narrate their students in
different subject positions and by so doing they enacted discursive shifts by taking up
different subject positions for themselves. These shifts represent reconfigurations of the
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self within the relationships of power between students and teachers. Existing in the
awareness of the presence of these discursive shifts is the space for the possibility for
new ways of knowing and being and relating to one another and to the world.

Implications for Teacher Education
This study revealed how preservice teachers develop their frameworks, or lenses
for making sense of their interrelationships with the world starting in early childhood.
These resonate with some powerful societal discourses and clash with others. It is the
dissonance created in the clashing of discourses that offers the opportunity for the
exploration of alternative reconfigurations of the self in relationships of power. As
preservice teachers try on different discourses in the construction of students they
perform discursive shifts in their own subject positions. A critical examination of these
clashing discourses could provide preservice teachers with solutions to their problems
with the behavior of their students and relieve them of some of the heavy burden of the
myth that they are solely responsible for controlling students. At the same time it could
provide the space for exploring clashing discourses in other areas of curricular and
pedagogical practice. If teacher educators are to be able to help student teachers to help
their students find those spaces ‘outside the word’, of other possible reconfigurations of
the self in relationships of power, then we need to model for them how to do this.
Instead of telling them what they need to do, or know, we need to provide a safe place
to explore with them those clashing discourses. We need to resist trying to make them
‘get it’, whether it is the discourses of constructivist principles, or integrated
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curriculum, or special needs, we need to reconstruct the space in which student teachers
may come to know and be and relate as teachers.

The circle process helps to create a safe community for self-exploration, as
different voices, different perspectives are shared equally and without judgment,
different discourses will reveal themselves. It is recommended that support circles be
provided for groups of preservice teachers kept by teacher educators who are able to
help them identify those spaces between the discourses and critically examine the
origins of their own stories and the interrelationships with particular discourses. This
should be done in acceptance of the preservice teachers’ stories and ways of knowing as
being complete in their own right, not in the attempt to change them. The purpose
would be for them to become aware of different subject positions that they can take up
if they wish in particular circumstances so reconfiguring themselves and their students.

Written collective autobiographies might provide a more concrete tool that
would help preservice teachers and teacher educators to begin to identify the different
teaching discourses and the interactions of these with their own stories, their own
frameworks or lenses making sense of the world and their relationships. Ideally these
autobiographies should be an ongoing process throughout the preservice teachers
training. Sharing autobiogrpahies with different groups of preservice teachers and
different teacher educators would open up the spaces for the possibility of more
discourses, more stories, more possibilities for ways of being, knowing and relating to
the world.
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As a way to help preservice teachers begin to try to identify the discourses that
are interpellating their students and the stories that they are constructing, they might
find it useful to write and share case studies of young people in their prepracticum
classrooms.

Recommendations for further study
Further study needs to be carried out to examine more closely the relationship
between the clashing discourses of education and the stories student teachers construct
for themselves from the meaning they apply to the critical events they experienced in
childhood. This study needs t be repeated with different groups of preservice teachers
comparing these traditional aged White, middle class female preservice teachers with
more diverse groups including men and women of different ages, and ethnic and
socioeconomic backgrounds. It would also be interesting to carry out the study in
different geographic locations of the United Sates to see the prevalence and
pervasiveness of different societal discourses.

This study also needs to be carried out longitudinally following preservice
teachers through their first two years in the field to reveal how their stories continue to
interact with the institutional discourses of the teaching profession. It would be
especially informative to see if student teachers who come to understand how the
institutional discourses are ‘hailing’ them as teachers before they enter the profession
are able to create the spaces in their own classroom for their students to explore the
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possibility of other ways of being and relating. On entering the field student teachers
would participate in support circles while conducting on-going research to investigate
how the stories of their students are interacting with societal discourses as they engage
with the curriculum in their classroom. At the same time they would be investigating
how their own stories are interacting with the same discourses and also with the stories
of their students.

4
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APPENDIX A
LETTER OF INFORMED CONSENT
Elementary preservice teachers’ constructions of themselves as students and as teachers:
A collaborative narrative autobiographical approach.
The following information is provided to help you to decide whether you wish
to participate in the present study.
The purpose of this study is to identify and document the meanings preservice
teachers have attached to significant events in their lives that have an impact on their
identities as students and as teachers. The results of the study will be used for my
doctoral dissertation and may result in a publication. In order to minimize the risk of
participant identification generic names will be used for all participants. Your identity
will only be known to the researcher and your name will not be associated with the
research findings. You have the right to review any of the material used in the study.
Your participation in this study is entirely voluntary and you are free to decide not to
participate or to withdraw at any time without affecting your reputation or status at the
University of Massachusetts in any way.
The data will be collected in three phases. The first phase will be an interview
lasting for approximately one hour. Participants will be asked to write a very brief story
of key events in their relationships with significant others in their family of origin and
in their early education and bring them to the initial interview. They will also be asked
to bring pictures that they have drawn of themselves in their family of origin, in their
elementary school, in the ‘perfect’ family and in the ‘perfect’ school. The second phase
will be through a tape-recorded weekend workshop for collaborative narrative
autobiography and four more short circles at three-weekly intervals during the Fall
semester. They will also be asked to write reflections after each day of the weekend
workshop and to write a revised version of their life story.
The study is being conducted by a trained doctoral student under the direction
of faculty members at the University of Massachusetts. Please do not hesitate to ask
questions about the study either before participating or during the study. You can call
me at (413) 665-7229 or e-mail me at ihutt@educ.umass.edu. The weekend workshop
will be offered as a one credit independent study in education. At any time during the
study participants will be asked to share information about themselves only at their own
comfort level. The expected benefits associated with participation in the study are a
deeper level of who you are as a student and as a teacher. The weekend workshop is
designed to provide support for you as you make the transitions from the role of student
to the role of teacher.
Please sign this form with full knowledge of the nature, purpose, and
procedures of the study. Your signature indicates that you have read and understand the
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information provided above, that you willingly agree to participate, and that you may
withdraw your consent at any time. You will be given a copy of this form to keep.
Josephine Burnett, Investigator.
Participant’s
Signature_Date_
Investigator’s
Signature_Date_
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APPENDIX B
INVITATION TO PARTICIPATE IN THE STUDY
Dear student teacher,
I am a doctoral student in early childhood education and I am conducting research into
the process of becoming a teacher. I am particularly interested in how we create our
identities as students and as teachers, how we take on those roles and weave them into
who we are, and how this affects the meaning we make of our experiences in the
classroom especially our relationships with young people.
I am facilitating a one-credit two-day circle meeting in September which the whole
fourth year cohort is required to attend. The circle is designed to provide a space where
we can all explore the ways we have been shaped and continue to shape ourselves as
students and as teachers. You will be invited to share some of your experiences in your
relationships with significant others in your family and in your early school years that
you feel have made you the person you are today. The two-day circle meeting will run
from 9.00 a.m. to 5.00 p.m. on Friday September 10th and Saturday September 11th.
Light refreshments will be provided and you will be responsible for providing your own
lunch. There will be a one-hour lunch break on both days.
Ten people are invited to participate more deeply in the study. This will involve a
half-hour interview prior to the weekend workshop and participation in four more circle
meetings held at regular intervals over the Fall semester to support you through your
teaching experience. These meetings will be designed to meet your needs, support your
growth as a teacher, and help you to solve dilemmas and conflicts that naturally arise as
you begin teaching. They will be about two to three hours in length depending on your
needs and you will be asked to write a short reflection after each circle. You will be
given one more credit for participating in this process. There will also be a short final
reflective circle at the end of the semester in which the whole cohort is expected to
participate.
You are strongly recommended to participate in this study as it is designed to
support your growth as a teacher. If you are interested in participating in this study
please call or me or email me so that we can arrange a time for the initial interview.
Please also read the letter of consent that is enclosed with this letter and sign it and
return it to me if you agree to it. Thank you so much for your cooperation, I look
forward to hearing from you soon.
Jo Burnett
(413)665 7229
ihutt@educ.umass.edu
Resource Person
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APPENDIX C
DETAILED PLANS FOR THE ORIENTATION CIRCLES

Orientation Circle: Day I

9.00
Welcome: Thank people for coming on time. Appreciate what they are giving up to be
here.
1. Explain why we are here. To learn more about ourselves. Especially how we
create our selves as students and as teachers.
The greater our awareness of who we are in this relationship the greater our choice of
who we can be as teachers
2. How are we going to do it?
Explain about the circle process. History and purpose.
How I’ve been using it.
Talking piece - to give each speaker the space to speak uninterrupted.
Clockwise - choose to speak or to pass it on
Share only what you feel comfortable sharing
Speak from the heart - from your own experience

No hierarchies, no right or wrong way of knowing or being. Everybody’s knowledge
is respected whether we agree or not.
There is no right/wrong, good/bad there are just different opinions and perspectives.
When I pass the talking piece speak only when you are holding it. Sometimes I will
put it down and we can have an open discussion
The circle process is about experiential learning. It’s about connecting in our
humanness. When we share our stories painful memories may come up so its
important to know where to go to find support.
TAPE RECORDER - CONFIDENTIALITY

Comfort - try to not leave circle while someone is sharing a story
3. Getting to know you: Tell your name and what you are hoping to get out of this
circle meeting.
Stuffed animal toss
If your life was a movie. Why?
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What would be your favorite vacation why?
BREAK 1030-10.45
Silent consensus - demonstration of consensus - basic part of circle process
deepens our self-awareness.
CIRCLE what came up? Share experience.
Open discussion
Pass talking piece - anything to add?
LUNCH 1230-130

Core values - 4 groups 5/6 values
Whole group 1 person report - discuss meaning - take out add
Try to get them down to 8
These will be our guidelines of how we want to treat one another/relate to one another.
CIRCLE - Share a memory of a childhood event between the age of 3 and 5 that is
significant because of the way a primary caregiver reacted to it.
Share my story of when I was 4 - just what happened and what I felt
Circle....
Identify the facts and what I decided about myself. LADDER OF INFERENCES
I was bad and I deserved to be punished. Have one or two people volunteer to identify
the facts from their story and share the decisions they made about themselves based on
those facts.
Small groups (take a small break) help each other identify facts and decisions that they
made about themselves that would become the story of their lives.
Invite Anyone share their stories to the whole group.
Before leaving - think about -How have the decisions we made about ourselves
come to be our story or recurring theme in our lives?
CLOSING CIRCLE Share something you are looking forward to tonight or tell a funny
story.
Orientation Circle: Day Two

1.

Check in: Share a reflection on what you took away with you yesterday.

Because it’s important to be able to relate to students we work with we need to be able
to access our own woundedness.
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2. Circle:
What were some of the things that your parents did that you wished they hadn’t.
How has this influenced how you are today?
Where did your values come from?
3. Spectrum
Common beliefs - position yourself on a scale ffom SA t SDA
What feelings came up for you when you were doing this
Ladder of inferences ALL BELIEFS
12.30-1.30 LUNCH
Story:
Share answers and reach consensus on how you want to respond to each question.
Show which questions could be answered
Discuss
Ladder of inferences and assumptions again!
Circle - what did this bring up for you? What did you notice about yourself ffom doing
this exercise?
We create our stories about our selves/ our selves ffom the assumptions we make every
day.
Break
Circle:
1. Tell a story about a difficult interaction or a problem you’ve had with a child.
Facts and assumptions - don’t pass the feather just go around and let everyone pitch in.
2. Is there any way you might want to change your story as a teacher or reconstruct
yourself as a teacher
3. How do you see yourself using what you’ve learned here.
Closing: Tell someone else in the circle something that you appreciate about them.
Something that someone else brought to the circle that you value.
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APPENDIX D
SPECTRUM OF BELIEFS

If you don’t go to college you won’t succeed in life
Success is measured by financial achievement
If you work hard you will succeed
In this country everyone has the same access to education
Very obese people are lazy

—

People on welfare are lazy
You should not have children unless you are married
Children need a father
Once you are married you should stay married forever
Marriage is a patriarchal institution designed to oppress women
If you save money you will be financially secure
Abortion should be illegal
People who are indecisive are wimps
Children who swear are disrespectful
If a child comes to school in the same clothes more than two days in a row their
parents don’t care about them
Children who come to school wearing battered clothing come from poor families
Parents who don’t read their child’s report cards are neglectful
Violence is a bad thing
War is a necessary evil
Children who swear are disrespectful
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People who swear are bad
Being offended is a choice
Women who expose their arms and legs are evil
Women in cultures where they are expected to wear a veil are oppressed
Teenagers should not have babies
Pornography is bad
Nudity is bad
Parents who don’t help their children with their homework are bad
People who play it safe are afraid to make mistakes
You must obey the rules
Children who come from dysfunctional families will not succeed in school
Children with different learning styles should be taught separately
Children who are disruptive should be removed from the classroom
People who are being nice all the time are not genuine
There is nothing good or bad but thinking makes it so
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APPENDIX E
THE STORY ACTIVITY

The story:

A businessman had just turned off the lights in the store when a man appeared
and demanded money. The owner opened a cash register. The contents of the cash
register were scooped up, and the man sped away. A member of the police force was
notified promptly.

Instructions for the story:

I’m going to read you a story. Listen carefully, I’ll read it twice.
When I’ve finished reading it I will give you an assignment to do.
Please hold all your questions until after you have completed the assignment.
The story assignment:
Statements about the story (T/F)
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

15.

A man appeared after the owner had turned off his store lights.
The robber was a man.
The man who appeared did not demand money.
The man who opened the cash register was the owner.
The store owner scooped up the contents of the cash register and ran away.
Someone opened a cash register.
After the man who demanded the money scooped up the contents of the cash
register, he ran away.
While the cash register contained money, the story does not state how much.
The robber demanded money of the owner.
A businessman had just turned off the lights when man appeared in the store.
It was broad daylight when the man appeared.
The man who appeared opened the cash register.
No one demanded money.
The story concerns a series of events in which only three persons are referred
to: the owner of the store, a man who demanded money, and a member of the
police force.
The following events were included in the story: Someone demanded money, a
cash register was opened, its contents were scooped up, and a man dashed out of
the store.
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APPENDIX F
QUESTIONNAIRE
How are teachers perceived?
1.

2.
3.
4.
5.
6.
How does this influence your teaching?

1.
2.
3.
4.
5.

6.
How do you perceive teachers?

1.
2.
3.
4.
5.

6.
How does this influence your teaching?

1.
2.
3.
4.
5.

6.
How are students perceived?

1.
2.
3.
4.
5.

6.
How does this influence your teaching?

1.

273

2.
3.
4.
5.

6.
How do you perceive students?

1.
2.
3.
4.
5.

6.
How does this influence your teaching?

1.
2.
3.
4.
5.

6.
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APPENDIX G

RESPONSES TO QUESTIONNAIRE
Sapphire
How are teachers perceived?
1. super teacher
2. teachers have no lives other than school - focus only on school
3. knows everything about everything
4. blamed for misbehavior by parents and others
5. they teach, students learn
6. are hard if they assign work and often disliked by students
How does each of these beliefs influence how you teach?
1. I would love to fix everyone’s problems and make sure all their needs are met
but I have to teach the whole class focusing on the whole child is a start
2. I have a greater respect for teachers and will balance school and my own life
outside of school and try not to let on slip through the cracks
3. The pressure is on! This gives me motivation to learn as much as I can about a
subject but also let the students teach me and their classmates
4. I am nervous about discipline and children not completing homework but they
will be (illegible) and I will emphasize hat they will always have a choice about
to be ready if there are consequences that follow.
5. I will make an extreme effort to allow the students to teach us
6. Assign work but encourage students that they’ll feel better having it done.
What are your beliefs about teachers?
1. Caring
2. knowledgeable organized (to an extent)
3. want to make a difference
4. deserve more $
5. Have lives!
How does each of these beliefs influence how you teach?
1. I will make myself approachable so students can confide in me
2. Learn as much as I can about subjects but allow the students to do some
teaching
3. Be as organized as I can but also be flexible
4. I will do my best teach students and help them learn about themselves
5. I will put 110% into my teaching because happiness pays itself
6. balance school and work
How are students perceived?
1. Slackers
2. Eager to learn
3. take on too much
4. perfectionist
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6. can do everything
7. don’t understand
How does each of these beliefs influence how you teach?
1. tell students they guide their own learning
2. encourage this behavior
3. help students balance time management
4. things aren’t perfect be satisfied - work
5. take students lives in consideration and make it fair
6. I won’t assume my students don’t know something
What are your beliefs about students?
1. Have eager students/ don’t care students
2. knowledgeable in areas’
3. have lives
4. try too hard
5. they can change world
6. want something better
How does each of these beliefs influence how you teach?
1. encourage the eager students get to the bottom of the don’t care ones
2. ask students if they know anything about the subject we will discuss next
3. ask students how they are and if anything is bothering them
4. relax and let it come naturally
5. do projects that visually benefit a group ( food drive)
6. strive for what they want.

Melissa

How are teachers perceived?
1.
2.
3.
4.
5.
6.

Mostly women - women’s work
Responsible
Know everything
Low paying for the amount of time/work that goes into it
Easy
Teach to the standard curriculum

How does each of these beliefs influence how you teach?
1. Less valuable .. have to prove myself
2. Must do everything perfectly
3. but I don’t know everything
4. Willing to do this not because of the $
5. Makes me think that my work is not appreciated
6. If I don’t teach the standards then people will think I’m not doing my job

What are your beliefs about teachers?
1. nice, caring
2. dedicated to students
3. role-model
4. patient
5. strong-willed/empowering
6. important part of society
How does each of these beliefs influence how you teach?
1. makes me respectful of my students
2. want to help students learn and be involved in their lives
3. model learning and teaching to my students
4. realize that learning takes time
5. can have an effect in students
6. can change a child’s life and view
How are students perceived?
1. curious
2. expected to obey authority
3. pay attention and not talk
4. should listen when spoken to by adults
5. lots of expectations put on them
6. not working up to their potential

How does each of these beliefs influence how you teach?
1. makes me feel like I have to be interesting all the time
2. feel like I have to be “in charge” sometimes
3. I don’t care about their feelings and lifes
4. should be polite EVERYONE
5. they and I won’t get everything done that is expected
6. depends on other factors.
What are your beliefs about students?
1. imaginative
2. open to challenges
3. have their own needs
4. individualistic
5. fragile
6. thoughtful
How does each of these beliefs influence how you teach?
1. creates a more interesting classroom
2. willing to learn more
3. feel that I will have to accommodate my classroom to each individual
4. they are al different and should be proud
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5. little things to me may be big things to them I will have to be careful
6. want them to enjoy school by being involved

Sophie
How are teachers perceived?
1. easy career (summers off)
2. no money
3. woman’s work
4. mean (discipline^
5. smart
6. nurturing
How does each of these beliefs influence how you teach?
1. makes me feel like I am struggling because it isn’t easy
2. Iam not teaching for the money
3. It seems logical that I do this (by society expectations I also feel like every other
teacher (white female)
4. unable to meet expectations makes me feel guilty for disciplining students
5. I feel like I have to like all of my students
What are your beliefs about teachers?
1. Hard working
2. influential
3. accepting
4. nurturing
5. flexible
6. personable
How does each of these beliefs influence how you teach?
1. To be an effective teacher a lot of time needs to be put in
2. I need to check my behavior and make sure I am a positive role model
3. I really need to accept each child no matter what he or she is like
4. not all students feel appreciated at home and I need to provide that at school
5. something always comes up and I need to be ready with a back up plan or be
ready to improve
6. I need to be able to work well and have good connections with other teachers to
collaborate and with parents to best help their children
How are students perceived?
1. Needy
2. not reaching potential
3. rambunctious
4. creative
5. sponges to soak up knowledge
6. smart, dumb (labels)
How does each of these beliefs influence how you teach?
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1. I feel need to accommodate each student and spread myself thin
2. Tests aren’t showing what their potential is
3. I need to plan I such a way to divert their energy to learning
4. they never cease to amaze me
5. disappointment when I teach and they don’t get it, the need to leam in
different ways
6. temping to label children but no child fits one label
What are your beliefs about students?
1. needy
2. individual
3. creative
4. curious
5. easily influenced
6. learners and teachers
How does each of these beliefs influence how you teach?
1. I need to be available for my kids
2. each student learns differently and I have to cater to that
3. I can’t hinder or suppress their imagination
4. encourage questions make me leam more to answer them
5. I want to be a positive role model
6. I am a learner too, the learning never ends.

Clarissa
How are teachers perceived?
1. as superhumans
2. to know everything
3. having an easy job
4. being responsible for outcome of child
5. not forceful enough with instruction
6. to teach to standardized test
How does each of these beliefs influence how you teach?
1. I try hard to create good lesson plans with every aspect of the subject touched
upon sometimes that is too much and teachers have personal lifes as well
2. I’ve learned a lot about time management. I also leam along with the kids about
spelling worlds or subjects I may not know
3. teaching takes a lot of ourside preparation
4. if you positively change one child in an aspect of life give yourself a pat on the
back
5. have students choice activities and based lesson they will be more engaged
What are your beliefs about teachers?
1. They are one of the most important jobs
2. they are there to guide children

279

3. rules and behavior can only go so far if not enforced at home
4. let students have choice and responsibility
5. integration and personalization of subjects is beneficial
6. build off students work and assess individually
How does each of these beliefs influence how you teach?
1. passionate about teaching
2. guide children when they need help
3. try to manage the classroom fairly with all students and stick to my word
4. give choice during workboard and about other subjects and discipline
5. Use personalized spelling/writing
6. work by each students ability
How are students perceived?
1. wanting to learn everything
2. having “problems”
3. not smart, dumb things down
4. like structure; used to being told what to do
5. want to socialize all the time
6. never doing anything wrong
How does each of these beliefs influence how you teach?
1. Teach all areas students have interest in
2. look past problems so you don’t use them as cop outs
3. speak maturely to students
4. manage the class with students
5. leave students aloe and don’t force interactions all the time
6. watch child all the time and observe what they do
What are your beliefs about students?
1. Very smart
2. Unique each person
3. Great ability to (illegible)
4. Mature
5. Students can realize behavior is a choice
6. amazing
How does each of these beliefs influence how you teach?
1. Don’t dumb things down speak maturely
2. teach/assess t child bring out talents M.I.
3. allow students to question and discover
4. allow responsibility and independence
5. rewards - party- or something for behavior of whole class
6. encourage story telling and child taught lessons

Charlotte
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How are teachers perceived?
1. Not able to ‘handle’ the students
2. nothing more than a babysitter
3. teaching only to cover material
4. ‘goodly-goody’ image
5. not working 3 months , Christmas break, school break
6. creative
How does each of these beliefs influence how you teach?
1. I want to be extra certain of ‘reaching’ every child and doing what’s best for
them
2. I want to make kids excited about learning so they talk about it
3. Show kids the ‘reason’ they must learn the things we teach
4. strive to be a good role model for students
5. cover as much meaningful material as possible (not rushing)
6. be as creative as can - be innovative
What are your beliefs about teachers?
1. Not given enough credit
2. Potential to inspire and encourage each child
3. Underpaid
4. compassionate
5. “believe in a better world”
6. want whats best for each student
How does each of these beliefs influence how you teach?
1. Try to “think of everything”
2. want to reach every child - figure our how they leam best - individualized prog
3. get degrees to make more $$ (+husband)
4. I want to get to know each child and understand their home life
5. teach kids to make good choices
6. treat each child as an individual
How are students perceived?
1. Energetic, lots of energy
2. must be pushed to leam
3. disrespectful
4. innocent
5. simplistic
How does each of these beliefs influence how you teach?
1. vary activities, lots of movement
2. encourage learning make it interesting
3. reason with kids, have them ‘choose’ good behavior encourage good choices
4. understand kids have feelings, good memory, can be emotional
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What are your beliefs about students?
1. Enthusiastic about learning (young kids)
2. impressionable
3. adorable
4. willing to try hard
5. seek approval
6. complicated
How does each of these beliefs influence how you teach?
1. make it exciting and interesting
2. show good behavior, treat respectful
3. appreciate each kid
4. encourage each child to do best effort - create habit
5. always supportive, encouraging
6. respect every student, understand individual

Matilda
How are teachers perceived?
1. Daycare providers
2. Not hard workers
3. Maternal
4. Has all answers
5. confidence shapers
6. People responsible for child’s success or lack thereof
How does each of these beliefs influence how you teach?
1. Try harder to impact children’s knowledge and academic success
2. work beyond expectations
3. try to be warm and caring to all students all of the time
4. try to contribute as much as possible to all students
5. try to provide more positive comments and feedback
6. Prove myself as a successful educator
What are your beliefs about teachers?
1. Must give off warm and comforting attitude
2. must put forth as much effort as possible to help each child reach full potential
3. extremely hard workers with incredible impact on children’s lives
How does each of these beliefs influence how you teach?
1. I start each day with smiles and warm greeting for each child regardless of what
the day before was like
2. I find the biggest teaching challenge and I try and stick to it until I see progress
3. I’ll work hard to ensure belief about teachers as hardworkers.
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How are students perceived?
1. Incapable
2. Troublemakers/fresh/disrespectful
3. limit testers
4. the future
5. innocent
6. hard workers
How does each of these beliefs influence how you teach?
1. Try to empower and make all students capable of something
2. Treat all with respect and expect respect in return
3. stick to my guns
4. encourage all and give high expectations
5. don’t be naive
6. challenge students
What are your beliefs about students?
1. incredibly quick and smart/sneaky
2. can lack full potential
3. all need attention (positive)
4. Want to learn and understand
How does each of these beliefs influence how you teach?
1. Stay alert and ready for anything
2. push encourage make sure students want to do well... inspire
3. Try to give all equal amounts of attention
love and embrace each as learner. Don’t give up easily

Amanda
How are teachers perceived?
1. make or break a students learning
2. a second mother
3. highly educated across the board
4. restricted by state and federal demands
5. puppets that can do it all
6. 9-3 job with summers off “dream job”
How does each of these beliefs influence how you teach?
1. focus same amount of attention on all students
2. teach them how to be independent people
3. look deeper into areas that I don’t know that much about
4. try to meet demands in all lessons
5. not in control of what I am to do in my own public classroom
6. show all the hours I put into this
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What are your beliefs about teachers?
1. Caring, love for children
2. highly skilled profession that gets little credit
3. devotion to benefiting the future
4. role model (positive)
5. need to create classroom environment with the students
6. need to have reinforcement from supervisors/parents
How does each of these beliefs influence how you teach?
1. truly care, love all of my students
2. unsure about where my future is going
3. give as much to each student that walks to my door
4. show them how to act in society (choices we have)
5. hands joined with students
6. get to have parents as your side, work with not against
How are students perceived?
1. Blank slate
2. need to be filled with knowledge
3. must be molded into good citizens
4. must obey/respect authority
5. need labels
6. dumb is not academically where they should be
How does each of these beliefs influence how you teach?
1. give them as much knowledge as I can
2. role model good behavior
3. respect not only for me but for them and peers
4. hate it, try to avoid
5. make me get to know the “whole child”
What are your beliefs about students?
1. They have as much to offer me as I do them
2. give us hope for the future
3. should be held accountable for choices made
4. no reason they should “slip through the cracks”
5. put a smile on my face as well as push my buttons
6. need love.
How does each of these beliefs influence how you teach?
1. allow them to teach me
2. praise the good I see in them
3. consequences for their actions
4. get the resources I need to help all students
5. always happy to be there deep breath and as why
6. love each child individually

Margaret

How are teachers perceived?
1. Knowledgable
2. Motherly
3. take a lot of heat for things outside of their control
4. respectable
5. responsible for “all students”
6. important
How does each of these beliefs influence how you teach?
1. Question my knowledge and ability
2. always there for students
3. worry about taking the blame
4. I try to feel more in charge and respected by students
5. How is too far help a student? - acknowledge that all students learn at different
paces
6. feel more confident and important
What are your beliefs about teachers?
1. Teachers should know what they know and not feel pressured to know everything
2. It is a teachers role t become an important adult figure in a child’s life
3. Teachers can’t control everything
4. everyone should respect teacher - both students and adults
5. responsible to a certain degree
6. All teachers are important
How does each of these beliefs influence how you teach?
1. Research and always learn new things
2. Be someone students trust and talk to
3. Understand that some things are ? out of my control
4. feel important and powerful in the classroom
5. Take care and help every student learn to their full potential
6. Feel important
How are students perceived?
1. Innocent
2. Forced to be in school to learn
3. Out of control
4. Often disrespectful
5. Young
6. Statistics
How does each of these beliefs influence how you teach?
1. Teach the students to learn from around them and construct their own beliefs
2. Realize that school isn’t for everyone and make learning fun
3. Behavior management
4. Build a classroom community where everyone is respected
5. Teach to the tests
6. Teach for more than a test score
What are your beliefs about students?

1. open minded
2. accepting
3. important to each other
4. valuable
5. individuals
6. teachers can help shape them and guide them
How does each of these beliefs influence how you teach?
1. Listen to every student an let them learn on their own
2. encourage acceptance
3. see them as all important
4. create individual learning techniques
5. Make learning meaningful

Frances
How are teachers perceived?
1. smart
2. women’s work - not good enough
3. not a real salary
4. “Second parent” teach social skills
5. easy - don’t work too hard
6. teach standard curriculum
How does each of these beliefs influence how you teach?
1.
2. make me feel less valuable
3.
4. put more pressure to teach more things
5. prove yourself more do people know its is not easy
6. limits your teaching
What are your beliefs about teachers?
1. Admirable, strong-willed
2. nurturing
3. patient, understanding
4. dedicated to their students
5.
How does each of these beliefs influence how you teach?
1. Iam strong-willed in the class
2. you get respect from students and you have formed a comfortable environment
3. Iam nervous and do not feel rushed
4. I am a dedicated teacher
How are students perceived?
1. curious
2. uneducated
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3. listen to teachers
4. expected to learn and gain knowledge
How does each of these beliefs influence how you teach?
1. pressure to fill their curiosity
2. feel the need to fill them with info
3. feel threatened if they didn’t listen
4. feel pressure to have knowledge in subject areas
What are your beliefs about students?
1. Imaginative
2. needy
3. smart
4. both learners and teachers
5. curious
6. creative
How does each of these beliefs influence how you teach?
1. encourage them to use their imagination
2. encourage them to be independent
3. use their knowledge and share ideas with students
4. allow them to share ideas
5. encourage them to explore
6. help me be more creative

Shawnna
How are teachers perceived?
1. caretakers
2. bitter
3. gatekeepers of the future - because of the power/influence they have in shaping
kids - some think they do a good job others a bad
4. blame may fall on them if a child is not doing well - perceived negatively
5. encouraging - inspire kids to enjoy learning about different things
6. kind some people see teachers as kind, loving people
7. role-models - someone to look up too
8. judgmental - some parents blame teachers for what they see as kids short
comings
How does each of these beliefs influence how you teach?
1. Try to endure that all my students needs are being met - that’s a challenge I
also try to speak up when people around me try to belittle the position to
babysitter status
2. I try to make sure and will try to make sure (in my own class someday) to
empower my students to feel like capable and powerful citizens
3. Try to be fair with all my students - try not to judge them
4. I try to inspire students in my classroom to dig deeper to find out more about
what they are interested in
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5. Role model — I try to be a fair, and good person, I model proper behavior
(especially socially) for my kindergarteners all the time
6. bitter-1 try to keep my enthusiasm high -1 don’t want to become a bitter old
teacher
What are your beliefs about teachers?
1. Role models
2. inspiring
3. gate-keepers of future
4. culturally sensitive
5. fair
6. care-takers
How does each of these beliefs influence how you teach?
1. I try to role-model for my students right now - appropriate behavior,
interactions with others etc.
2. Put a lot of effort to make sure I find out what interests students and help
them to learn more.
3. definitely shape the future - why its important to teach them how to
learn ((life long learners) how to be culturally sensitive, how to be
socially responsible, etc
4. should be fair in a classroom - try to not form judgments about kids
5. try to care for the whole students needs
How are students perceived?
1. sponges who absorb info
2. misbehavior - willing misbehave
3. not always capable of much - under estimate their abilities as students
4. energetic - sometimes seen as a bad thing
5. can’t teach themselves - like they don’t have anything valuable to share
6. Bothersome -1 try to look for +’s rather than -‘s in kids
How does each of these beliefs influence how you teach?
1. I try to teach my kids to learn how to learn themselves rather than me talk info at
them
2. kids may choose to misbehave but there is always a reason -1 try to think about
why misbehavior is happening
3. I try to use kids energy to their benefit and my own - big fan of movement in
teaching not just sitting (especially with kindergarteners)
4. I believe kids are capable of a lot. They have many unique talents/abilities
5. if its interesting/meaningful to them they often share a lot of info with you and
class
What are your beliefs about students?
1. capable
2. thoughtful
3. complex
4. smart/keenly aware of what’s going on around them - perceptive kind/caring
5. energetic
How does each of these beliefs influence how you teach?
1. At any age I believe they are capable

2. its amazing to see kids being thoughtful towards one another - interactions that I
encourage
3. many different things affect them many aspects to their lives
4. I believe sense/perceive everything
5. try to find +s in kids they are all kind
6. try to use their energy - respect their need to move a bit

Tracey
How are teachers perceived?
1. smart
2. low paying job
3. all the same
4. female
5. responsible
6. easy
How does each of these beliefs influence how you teach?
1. intimidate
2. reminds me why I am doing this (means more than $)
3. to express my creative side
4. take job seriously. Wiling to take on responsibility
5. helps push me strive in the teaching field. Prove them wrong!
What are your beliefs about teachers?
1. patient
2. nurturing
3. brilliant
4. creative
5. determined
6. dedicated
How does each of these beliefs influence how you teach?
1. remain calm I will try hard to be understanding ALWAYS
2. SAFE/welcoming environment for kids
3. reach for the stars
4. take advantage of my artistic side relate this characteristic in curriculum
5. strive for final results “backward design”
6. I will be dedicated
How are students perceived?
1. Clique’y
2. criminals
3. falling through the cracks
4. privileged
5. disrespectful
6. pressured
How does each of these beliefs influence how you teach?
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1. Open-minded involve my students with access to the guidance counselor
2. Have trust in them form firm relationships
3. Will help push me to save these children - make me worried if I don’t
reach these students
4. treat everyone equal
5. respect them, then hopefully they will respect me
6. try to give appropriate workload
What are your beliefs about students?
1. curios
2. timid
3. smart/talented
4. fragile
5. naive
6. honest
How does each of these beliefs influence how you teach?
1. encourage questions
2. provide time for greet and greet every day
3. set high goals for them to accomplish
4. makes me nervous would never want to crush any spirits
5. teach them with age appropriate lessons
6. don’t take things personal

Toni
How are teachers perceived?
1. smart
2. women;s work
3. not good enough to earn a real salary
4. patient
5. “second parent”
6. easy
How does each of these beliefs influence how you teach?
1. Intimidated if I do not know something
2. less important like you have to prove yourself
3. “
4. you’re not allowed a short fuse
5. puts more pressure on teacher to set good examples
6. prove myself, that it is not socially accepted
What are your beliefs about teachers?
1. Patient
2. important to everyone
3. responsible/respectful
4. helps others prosper
5. nurturing
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6. dedicated to their students
How does each of these beliefs influence how you teach?
1. you’re not allowed a short fuse
2. valuable
3. pressure to be perfect
4. important to the students
5. a natural characteristic, every teacher has it
6. responsible for student in all aspects
How are students perceived?
1. curious
2. expected to obey authority
3. puppets of school system
4. high expectations
5. brains to be filled with knowledge
—
6. listen when adults are speaking be quiet
How does each of these beliefs influence how you teach?
1. pressure to fill their curiosity
2. feel threatened if they do not obey me
3. that my students will feel threatened to speak their feelings
4. students who struggle will give up if they don’t meet expectations
5. pressure to fill brain
6. feel threatened if they do not listen to me.
What are your beliefs about students?
1. Curious
2. each child has individual needs
3. knowledgeable
4. innocent
5. want to have good experience in school
6. creative
How does each of these beliefs influence how you teach?
1. pressure to fill curiosity
2. pressure to adapt to each child’s need
3. feel that I can benefit from them just as they from me
4. pressure to maintain innocence
5. pressure to give each student a good experience
6. help me become more creative

Frieda
How are teachers perceived?
1. smart
2. women’s work
3. not good enough to get a real salary
4. noble/admirable
5. patient
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6. easy
How does each of these beliefs influence how you teach?
1. scared to not know something/intimidated
2. like you have to prove yourself
3. “
4. make me want to keep going
5. not allowed short fuse
6. “/prove
What are your beliefs about teachers?
1. smart
2. admirable
3. very important to society
4. helps others prosper/very rewarding
5. dress bad
6. dedicated/hard working
How does each of these beliefs influence how you teach?
1. nervous to not know something
2. makes me feel important
3. valuable/respected
4. makes me take my job very seriously
5.
6. feels like a big responsibility
How are students perceived?
1. Curious
2. expected to obey authority
3. puppets of the school
4. lots of expectations put on them
5. should be quiet
6. should always listen to adults
How does each of these beliefs influence how you teach?
1. Pressure to fill their curiosity
2. threatened
3. I will need to make sure that they are ok with the way they are treated
4. feel pressure if they are not always listening “paying attention”
What are your beliefs about students?
1. Curious
2. innocent
3. fragile
4. want to be good students
5. want to have a good experience in school
6. brilliant
How does each of these beliefs influence how you teach?
1. I want to cater to their needs to learn
2. I want to preserve their innocence

292

3.
4.
5.
6.

I need to be very careful not to hurt their feelings and stunt their learning
want to make them feel like good students
I want them to enjoy school/make it fun
want to cater to their needs

Jasmine
How are teachers perceived?
1. Big patterned sweaters
2. to get stuck in their grades mentality
3. women’s work
4. think its an easy job
5. must teach the exact curriculum
6. should mold the student just as much as the parents
How does each of these beliefs influence how you teach?
1. I must look like the perfect teacher
2. that I should be talking down to the students
3. makes me think that it is not as valuable as other peoples jobs
4. makes me think my work is not appreciated
5. if I do not teach the way I am supposed to people will think I am not doing my

job
6. It is my job to raise children and to teach them morals an will be blamed if they
are acting up
What are your beliefs about teachers?
1. understanding
2. good role model
3. kind
4. dedicated to the students
5. patient
6. meaningful part of society
How does each of these beliefs influence how you teach?
1. should listen and give advice
2. should model learning
3. kind
4. want to teach and help students learn
5. keep my cool
6. I should be an important part of society
How are students perceived?
1. are clay waiting to be sculpted
2. expected to obey authority
3. should sit still and up right
4. should be quiet
5. should listen when adults are speaking
6. lots of expectations put on them
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How does each of these beliefs influence how you teach?
1. try to help mold their educational experience
2. I fee like the student should not break the rules purposely
3. I don’t care
4. I think should talk to one another
5. should be polite to EVERYONE
6. try not to stress the students out
What are your beliefs about students?
1. allow them to be themselves
2. want to excel
3. want to learn
4. can be creative
5. they are not one group they are an individual child and must work with that
6. group work is important to their learning experience
How does each of these beliefs influence how you teach?
1. They are individuals
2. they are open to challenges
3. they are excited about learning
4. imaginative
5. own needs
6. can use each other or resources
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APPENDIX H
DATA FROM THECIRCLES

Circle Day One
After welcoming everyone, explaining the purpose of the workshop, and
providing information they would need to feel safe and comfortable I then introduced
the circle process, and the basic rules. At this point the students were very quiet and
seemed a little nervous and confused as to what was going to be happening. I began
with some warm-up activities first. I passed the talking piece asking them to share their
name, and say what it is they were hoping to get out of the weekend. They were very
quiet. They spoke so quietly that the tape-recorder didn’t capture most of what they
said. They spoke very quickly when it was their turn and they mostly said the same
things as each other. For the most part it was that they were hoping to get to know
themselves more and what they needed to do to become a better teacher. Some said
they were looking forward to getting to know each other too.

After this we did the soft toy toss to help them begin to learn each other’s names
and to have some fun and relax a little. We then began the ‘getting to know you’
questions. There were three people in the circle who were not participating in the study
so I will not include their narratives. I will also not include my own even though I
shared each time the talking piece was passed. Sometimes I shared first as a way to
model the kind of answer I was looking for, to give the person sitting to my right time
to think of a story of their own and also to model disclosure. Other times I shared last
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so that my response didn’t influence them. I usually model relatively deep disclosure to
show the members of the circle that this is a place that it is safe and permissible to share
at whatever level they feel comfortable.

Round 1: If your life was a movie what genre would it be?

This time the participants were beginning to speak a little louder, they were
gaining confidence and the atmosphere was more light-hearted. They were beginning
to share a little more of themselves. Most of the genres were comedy or drama or a
mixture. There is a lot of laughter. Still many are speaking so quietly the tape-recorder
is not picking up most of what they say. Two of the participants shared stories that are
both audible and significant in terms of their later narratives.

Sapphire:
My life would be an adventure. More like a um rafting adventure. So I’m on
the raft with all my friends, everyone I know and just going through the river of
life, you know, and um just all the obstacles, all the whitewater. I just get a rush
and I never stop, and I keep going, keep busy and that’s exactly what I think...
whitewater rafting.

Matilda:
I think most often it’s a comedy. Um (inaudible) klutz. I’m extremely forgetful
so like this morning I lost the keys to my car (laughs). Spent a while looking for
them in my house. I put things down and can’t remember where I put them. It’s
always a fiasco but I’m sitting there looking and laughing and I-I just I dunno.
I’m a giant goofball....

Round 2: What is or would be your favorite vacation?

With this question they began to be a little more present. As they shared their
stories they began to emerge as individuals. Most wanted to spend a vacation with their
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family at the beach. Some wanted to travel abroad and a few wanted to go camping or
hiking. The participants were still unusually brief in their storytelling so there was time
to ask another question before the break. This question was a little more challenging,
requiring them to think a little more deeply about themselves.

Round 3: Share a story that illustrates who you are.
I shared first about the time I was mistaken for a serial murderer and was chased
by police and local heroes across Northern Ontario. While sharing their stories the
participants spoke loudly and clearly and they took their time to illustrate who they are.
There was a lot of laughter.
Sophie:
I don’t think I have any really. There’s things that over Spring break I went to
Honduras um with my church from up here. We did some work down there, and
um it was just a group of about fifteen of us just and we were all pretty much all
college students, and it was just a really great time of just getting to know each
other, experiencing a different culture. I was one of the only ones who spoke
Spanish so it just kind of being in that position to translate for everyone, and I
got to meet a lot of people there and I had studied previously in Costa Rica for a
semester. A friend of mine from Costa Rica came out to Honduras for the week
and we went to this waterfall one day and it was the biggest. It was huge it was
probably about a hundred and twenty feet up and the water was just gushing
down, and these two guys who were thirteen and seventeen took us um
underneath the waterfall. They knew exactly where to step, where to - Tut your
foot here. Be careful for snakes’ (laughs). But um we walked underneath and it
- and you could see it was like crashing down and we had to jump over these
cliffs to get to the next point and stuff. But it was awesome and just to
experience that with all of my friends there and just since I’ve been - gone on not just on that but with a bunch of friends from my church just doing things like
that and its just what I love to do it was great to have it mixed in we were doing
work, having fun. We had had time to relax. So that’s just what I like to do.

Jasmine:
Um so I’m a BIG John Mayer fan like big time John Mayer fan and so um I’ve
liked him since before he was like big and whatnot and so now (inaudible) so I
went to this concert. It was one of his first concerts and I was like ‘I’m going to
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meet him tonight. I am meeting John Mayer tonight’ and my friends were like
‘You’re not. What are you talking about?’ And I was like‘I am sneaking back
stage and I am meeting him.’ And they were like ‘No you’re not going to get
backstage.’ And I’m‘Come on, let’s go scope it out.’ So like - and we’re all
like trying to be like -1 can’t think of the word but I’m trying to be all sneaky
and stuff and I get up there and I’m like ‘How can I get in?’ And everyone’s like
‘You can’t get in. You can’t get backstage!’ I’m like ‘Come on someone just
give me a pass!’ or something you know. I need to -1 need to meet him tonight
and they’re like ‘No, no you can’t.’ So we see all these people who are radio
contest winners and so I’m like ‘Can we get your pass? Are you a big fan?
Because I’m a bigger fan.’ And so, so they were like ‘No, no you can’t go back
stage.’ And I’m like ‘Alright we’re cool.’ I’m not going to give up that easily.
So me and my friend are standing there and they’re like ‘Okay we’re the ones
who won the contest so let’s go in.’ And they were like ‘Okay everyone who
won the contest let’s go in.’ And so I’m like ‘Come on get in!’ And I like
grabbed my friend and we like just kind of got in the middle of the groups and
everyone just surrounded us and we like go backstage and whatnot and my
friend’s like freaking out. She’s like ‘We’re gong to get kicked out! We’re
going to get arrested!’ and I’m like ‘Come on its not that bad.’ So we get there
and suddenly it like struck me that we were like backstage and we were about to
meet John Mayer. So I start freaking out ‘Maybe we should leave now.’ I was
all confident before and suddenly I got all weak and like ‘No we gotta go!’ And
so the people were like ‘Come on, you made it this far.’ So I was like ‘Alright
I’ll stay.’ And so John Mayer comes out and I was like ‘Holy!’ You know like
and I was just like such a teeny bopper I don’t even know how else to describe
it. He goes up and its my turn and I stand next to him and the one thing I think
is ‘Oh my God! He has a gigantic head! He has like the biggest head I’ve ever
seen and I’m like ‘Oh my God!’ And so I was sitting there and he’s got his arms
around me and I’m like you know I was like DYING and I say to him -1 say to
him “I love you so much I wish you’d marry me.” And I’m so embarrassed by it
now. I don’t know what was going through my head when I said it. He was like
‘I’ll marry the both of you.’ You know this is great! And I was like “Oh!’ and I
like freaked out and afterwards I like ran home and it was like the -like it’s so
weird to be able to say I sneaked back stage like how many people sneak
backstage? you know and so that is like the story of my life. I get myself into
these situations. I’m a big talker and then suddenly I’m like ‘Oh my God I’m
here!’ And I can’t believe I’m doing this and I make it through it and I
embarrass myself a lot of the time but like that’s just like me I’m adventurous
and out to have fun and I thought that was a good story.
Toni:
My story, I don’t know if it really describes me but it’s the first story that
popped into my head. I was three or four. I’d just moved into like the
neighborhood. I was playing with one of my neighbors and like she was sitting
at the table coloring and I was like looking at all her toys and I’d like just
walked into this house. I don’t really know the girl (laughing) and. I went to like
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her toys and I took something off the shelf and I looked at it and I threw it on the
ground. I took something else off the shelf, played with it, threw it on the
ground and they were like “Toni! Why don’t you just come play. Why don’t
you just come color with Meredith and I was like ‘No, no, no’ I literally took
(pause) everything off the shelf, like all the toys (laughs) and then I left (laughs).
As long as I live it’s the story they bring up to me every day and I don’t know if
it... my Mom just never diagnosed me with ADD_I just like different
things I guess.”

From being inaudible on the tape Tracey became particularly animated and loud
while telling her story.
Tracey:
Um, my story is, I’m a huge klutz. I’ve been hearing these stories but since I’ve
been in college I’ve been in an ambulance twice (laughter). Freshman year, it
was Halloween and my friend was dressed up as someone from (inaudible)
down the hall and (inaudible) grabbed me from behind me, give me a hug and
pulled my shoulder. And my shoulder came f-l-y-ing out. I had surgery in
ninety-nine. This is freshman year so its like happy you know dressed in all
these goofy costumes and I’m like lying- on- the-floor sc-reaming, screaming
and crying (laughter). Everyone doesn’t know what to do. They don’t know
whether to touch me, you - I’m in Southwest and they can hear me from Silvern
like I am screaming and I had a sweatshirt on so they didn’t want to like touch
me so they call 911. Like ten minutes later there’s all these like guys coming in
like fully equipped with a big stretcher. I get on that. Oh my - my friends are
all freaking out. They’re all following the ambulance so I get there, give them
my information, get a sling, whatever.

Tracey enjoyed telling her story and it generated a lot of laughter from the
group. She continued with another story that happened while celebrating her birthday
in November. Someone in the circle reminded her about the tape recorder running
before she continued. Everyone laughed loudly and she said:
“Oh my god! I’d forgotten about that. So um well, whatever!”
She continued with her story anyway about falling off the top bunk and waking up
covered in blood on the floor. She’d cut her leg and got a very bloody nose. So she
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was rushed to hospital again. Everyone in the circle laughed loudly. She continued
with a third story about arriving at school this semester at night and she was wearing
stilettos and briefs. It had been raining and she ran out of the dorm and slipped and
rolled her foot and she was sitting on the ground in so much pain she “ ... can’t even
scream.” At the hospital they asked her “so you still live at (address) and you still have
the same health insurance. The groups laughed.

“But I’m supposed to be on crutches now. That’s my story.”

Clarissa was also inaudible before telling her story spoke up very loudly and clearly.
Clarissa:
My story is, er, I have a sister who’s nineteen and um .. So I was about
probably in 7th grade and um our parents weren’t home and there was like my
younger siblings were at home too and um my sister and I were playing a
computer game called Jeopardy .. so I was doing horrible, so she was getting
all the answers so I wasn’t really paying attention and my mom had little needles
that you sew with, they - you put them in blankets and they have little colored
balls on the end of them. I’m playing with them. She (inaudible) I wasn’t even
playing .... so finally, I don’t know what I was thinking but I took one and I
was resting it on my mouth (inaudible, loud laughter from the group). So finally
I looked at the screen and there was a question I knew the answer and I went to
slap the spacebar and the pin disappeared and I was like um ... ‘I don’t know
where the pin went’ and I didn’t want to swallow coz I.. like I figured it was in
my mouth. So she’s like looking on the ground and trying to figure out where it
is an we couldn’t find it so I’m like letting spit come out of my mouth (loud
laughter) because I didn’t want to swallow. So we’re all like sitting there. My
other siblings are like, you know, I don’t even know, like five and seven. There
were younger so we didn’t want to tell them what was happening. So we’re
freaking out and we can’t get I touch with my dad or my mom and I’m like I-I
don’t know where it is. I think .... it was pink too .... I’m like I think I
swallowed .... So we go upstairs and she’s like ‘We gotta go to the hospital
and I-I’m petrified of hospitals. I-I don’t want to go and I’m like taking the
phone out of her hand. So I look in the mirror and ... it’s in my throat. It’s
(gasps from the group) stuck in my throat so she says ‘We gotta go to the
hospital!’_‘No- no-no! We’re going to get it out. I’m not going. So we’re
fighting back and forth. So my dad’s a police officer and he has a flashlight. I
get the tweezers and we’re in my bathroom trying to get it out and I’m thinking
(inaudile) I don’t know if it’s in my throat. I don’t want to swallow so, (pause)
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um we tried calling my parents again and (inaudible) so um like after half ..
um then it starts bleeding and blood starts coming out. And I just don’t want to
go to the hospital at all. So finally she holds the flashlight and after like after
half an hour or something I pull it out. The in and it was shaped in an ‘L’ and
I’ve no idea how it got shaped in an 4L’ because it was a straight pin when I had
it in my mouth and um I like I was fine I felt faint afterwards but (inaudible) and
I told my parents about it and they were just like ‘Oh, okay well you’re fine
right?’ and I’m like ‘Yeah, I guess so’ but until this day I you, like if I go to the
doctors for strip throat or something this tonsil isn’t there. It’s like, it’s just, I
have like, I have like a bigger tonsil on this and the doctors always like
(inaudible). It’s really big but I don’t think I have I think this one just shrunk or
something (loud laughter). ... Like they (her parents), they don’t believe in
health care. They like never take us to the hospital or anything at all and I um I
swear something happened to this side of my throat because there’s something
missing .... It’s just funny because my other sister broke her collar bone one
time and my dad never took her to the hospital and he’s just ‘Oh you’re’ ...
like he just thinks we’re tough. Yeah it was scary, really scary but yeah I
survived. I’m okay (laughter).

Amanda:
I came from a small town so the idea of Public University is just huge and so I
ended up rooming with my best friend my freshman year and it was the first
week of school and um (inaudible) like went to class on time, and like I’m
getting up in the morning making my bed and I have the top bunk and I fall off,
and the way that I fell I like hurt my ankle and like (inaudible) and hit my head
and actually like fainted because of it and my eyes rolled back in my head and I
- actually my roommate (inaudible), so I get up and I’m like ‘Oh no no guys.
I’m fine, I’m fine, we have to go to class at college you have to go to class at
college (Loud laughter from group). I can’t miss the second day. I need to go
there and so I’m sitting there (laughter from group) an Alicias’s like ‘You
should really go to the Health Services. ‘Oh no no no! I’m gonna be fine!’
Well let me just call my mom (laughs). So I’m like ‘Mom I fell off my bed but
I’m sitting in class because I know you’ll be happy that I (inaudible... Loud
laughter from group) ‘Get to the health services NOW!’ So um (laughs) I had
to go the health services and I was fine um I had just fainted but no big deal and
it’s kind of like the first week of school every year like something happens.
She continued to tell a story about the first week of the n ext school year when she got
stuck in an elevator on her way to class and she was half an hour late an nobody would
believe her.
“Um so I guess like it’s just like back to school and something always big happens and
I get like all stressed out about the like beginning of school.
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Sapphire:
Um, I’ve cheated death three times um (laughter from group). This is a sad
story but happy ending. Um, well um, when I was younger um my mom and I
were in the car shopping for Father’s Day and we got in a really bad car accident
coz there was a bee and I was abut five and so you know I’m like ‘Oh get it
out!’ So Mom’s driving and she’s trying to get the bee and the car tips on one
side, goes down an embankment and um (long pause, starts to cry, takes a deep
breath) Happy, happy. Um and so that was the first time and my Mom lost her
(pause) eyesight (cries). Sorry (pause). Sorry, that was the first time that I um
cheated death and everything’s okay now (quavering voice) but there was one
time so now (inaudible) I’m a safe driver and since that happened to me , and
the other time I took a pill. My parents adopted me and went over to India and I
took um like a pill against Malaria that I thought was a vitamin. So I went
downstairs like ‘Mommy, I took a vitamin.’ It was like Easter or something so
then (pause) I start throwing up and so the doctor said if I’d taken another one
I’d have been gone. That was when I was young too. But then I was also hit by
a car when I was in middle school. So everybody’s always like ‘Oh you’ve such
a positive outlook. You’re so like bright and you know you’re always happy
and I just realized like as everyone’s telling their story. What am I going to do
and these stories have made me um real positive. I have like an outlook coz I
think like in the back of my head all these things that have happened have made
me say ‘Hey!’ You know ‘ LIVE this day, do what you want to do and just
LIVE, live life to the fullest so ... (big sigh).

Charlotte:
Um I guess my story is one this past summer when we were in Yellowstone.
Um it was my family, my mom, my dad, my younger sister. She was nineteen at
the time and then my boyfriend came and my boyfriend had been trying to
convince my Dad and my sister to go on a heart attack hike and I didn’t really
like hiking and I didn’t want, I dunno. I’d rather like by the lake and just relax
and read, or I dunno go shopping or something and um so they’d been looking
for a strenuous hike, and so like the whole week and so finally they found one
and they’re like it - and it wasn’t, they said ‘Oh it’s a moderate hike’ so you can
do it, you can do it’ and so they’re trying to convince me to go and finally I’m
like ‘Oh alright I’ll go. I’ll go. And so it didn’t start out too bad. It was um just
like around a lake and it was just like all muddy and the path was just like this
wide so we had to go single file. And then like we got to this part and I don’t
like heights at all and it was up like up the side of a mountain and it was like
maybe like this wide (gestures with hands) and it’s just - like this drop-off right
there, and just kept getting higher and higher and like we’d reach one point and
we’re like ‘Oh we made it we made it!’ and it wasn’t even it - it was just like
stopping like resting points we had to go up even more and more and we’re it
was just like so hot and humid and sticky and you could see like all these like
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thunderheads, like thunder clouds in the distance and so I was like ‘It’s going to
start raining and I’m going to get struck by lightening.’ And I’m just like
complaining and whining so bad and um then like finally I just stopped because
I thought my boyfriend was going to dump me (laughter) So I like decided to
shut up and kept hiking and we finally made it and it was really it was gorgeous.
It was up in the Tetons and so you could see all the mountains and it was right
near this lake there was like the purple lupines and it was it was just like a big
postcard and we took pictures and everything and I was so proud that I actually
made it up. And on the way back down it felt like four times longer because I
dunno coz like going down’s harder sometimes ... it was just much slower
going down and then like I was conscious like - the rain started coming closer
and you could see it raining off in the distance but we made it and I guess that’s
sort of - and then I worked at a day camp this summer and it turns out I really do
like hiking so ... I guess I think I can’t do things but then I actually make it
after a little bit.

Melissa:
Um yeah, I don’t have any really interesting stories, but in January my two great
Aunts took me to Panama. Um like my Dad’s family originated from there, and
I’d never been and I was like the first of my generation to go and never - it was
just really interesting to go with two great Aunts, um, they’re eighty-five years
old. Just like in the airport they’re ridiculous. The younger one always has to
have a wheel chair coz she wants .. she just wants people to feel sorry for her
basically (laughs) it’s just basically a pain in the butt coz I had to carry all the
luggage. I dunno but it was just cool coz I got to see like where my great
grandfather, (pause) the law office he founded and I dunno It was just helping
me identify as Hispanic in someway or other.

Matilda:
Tells a story of how she was in class and she got a text message from a friend who
works for a beer company telling her he’s got her two tickets for the Red Sox game
right at the last minute and she yelped and ran from the class. She went to the bathroom
to call him and she was screaming with excitement about the game. The story
illustrates her life because she always leaves things for the last minute and gets away
with it.
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Shawnna:
Tells a story of how her family is very important to her. She was ten years old
and her sister was two years younger and her brother was three. Her mother had just
gone back to work full time and her father took the week off work to stay home and
look after them. He asked her and her sister to look after their brother while he worked
outside and they started paying with their Barbies and they lost him! They ran all over
the house and outside. It seemed like he was missing for a long time but hey were both
too scared to tell their father. They eventually found him but it was very scary.

Freida:
Tells a story of how she got a speeding ticket the previous April and she paid the
fine right away but then she was back at school and on her way to the inspection station
when she got pulled over by a cop. He took her license and she told her he never paid
the fine. So he arrested her and they frisked her and searched the car and put handcuffs
on her and took her to the jail on campus. They took her mugshots and told her she had
to go to court today. She wanted to go to the bathroom badly but they couldn’t let her
go on her own and the woman police officer was away on her horse so they told her she
would have to go at the courthouse. At the courthouse she was shackled and put in a
cell with a toilet but there were cameras through which the guys at the main desk were
watching so she still couldn’t go. After waiting all day they shuffled her down to a
“holding tank” where she had to press a button to talk to the judge, “finally she got to
leave.” They let her out the back door and she had to take the bus home. She lost her
keys on the way home and couldn’t find them but when she eventually did get back to
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her apartment her roommate was there with her family. The reason her license was
suspended was because the DMV didn’t post the check on time and her parents came up
and worked it all out. Finally her father managed to get it expunged from her record.

When the talking piece was returned to me I passed it round again so anyone
who had passed the first time could have a second chance to speak if they wanted to.

Frances:
Um, I’ve had time to think but I really don’t have a story. But er I probably am
the person I am today because of my mother. Um, I grew up with two brothers
and an older sister and she raised us all by herself so she’s a very strong person,
and I think I get my strength from her. To be strong and independent and
always be able to take care of yourself even if you have somebody else.

After this activity the participants had a ten-minute break. When they returned
there was a lot of chattering and they seemed more relaxed and comfortable. I was
impressed by the depth of their sharing already.

The next activity was to establish the group core values. This is an essential
group building activity and one that I have found to be enjoyed by every circle whether
it is part of a restorative justice initiative, a women’s empowerment group or a child
development class. It is not very often that we have the opportunity to meet as a group
of people and decide how we want to be together if we are being our best possible
selves. I find that this activity usually takes about an hour. In some circles it can take
days. It is the foundation of the group so usually circle members feel the need to come
to consensus over the exact meaning of each vale before they agree to accept it. This
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group of 18 people took just over twenty minutes to come up with their core values.
Another ten was devoted to trying to establish consensus over the meaning of the
values. There was very little thought put into this activity. It seemed to me that they
just wanted to agree with each other so they could move on to the next activity.

The next activity was the silent consensus. This too was completed in record
time. I always schedule this activity in a two hour period before lunch so that circle
members are highly motivated to come to consensus so they can have lunch. This
activity was again completed in twenty minutes. Everyone just agreed to accept the still
life sculpture after a very few passes with the talking piece. I felt very frustrated at this
point because this activity is designed to bring up uncomfortable feelings so we can get
to see what the problems are with the consensus process ad where these feelings come
from and how to handle them.

Nobody was willing to share any feelings I wasn’t sure if they were even aware
of having any. The preservice teachers were just so nice. I reflected to the group what
my feelings were. I always quit early and it was hard for me to go against what I
perceived as the wishes of the group and get up and move a piece so we could keep
going longer. I usually find myself feeling frustrated during this activity because in my
experience there are always a few individuals who will keep going literally for hours
and will not agree to anyone else’s arrangement. And I usually watch and wonder about
whether or not these individuals are as controlling in other areas of their lives and I
reflect on my willingness to let go of what I want for the sake of others. This group did
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not do this. They came to consensus in minutes and were not willing to or perhaps not
able to reflect on any feelings that came up during this activity.

For the next two activities I wanted to begin to have them think about the
significant events in their lives so that they could begin to see that it is not the events,
not our caregivers reactions that shape us but rather it is the meaning we make of the
events and our caregivers responses that shape us. In a group this size there are usually
similar stories that people have interpreted differently so that this will illustrate this
point. Unfortunately this did not happen in this group. There were similar stories but
they all made sense out of them in the same kind of way. For the most part they were
very nice stories and their parents were very wonderful people.

Round : Share a story about a memory of childhood between the ages of 3 and 5
that is significant because of the way that a primary caregiver reacted.

Sophie:
I don’t know if it had a huge impact on me, but I remember I was in
kindergarten and we had school pictures that day and er my mom had left to go
to work early so she told my dad what clothes she wanted me to wear for the
picture and I hated them. I thought the sh-I just didn’t like the shirt that went
under the jumper and I refused to wear it but he knew my mom said that I had to
wear it so he-he forced me to wear it. I was so (pause) I was so angry with him
but he was just listening to what my mom said because mom’s know things
about school pictures I guess, I dunno (laughter) so I wore it. I remember I was
pretty mad at him. He felt bad for making me wear it but he didn’t know what
else to do and um so in the school picture I wasn’t smiling at all (laughter) I was
- in all my school pictures from then on you know I have a big smile (inaudible)
I was just not happy the whole day and I went to my mom and you know
complained after and she went to my dad. You know you didn’t have to make
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her wear that (laughs) she could have worn something else but you know
(laughs).

Jasmine
Mine is like the earliest memory I ever had. It was um -1 was three years old
and my family went on vacation. And I remember that I didn’t know how to
swim, and we were at this Kangamangus River in - in New Hampshire and I
don’t know if you know it but it’s a really rough river, but there are these places
where you can go swimming and stuff. And so we were climbing on the rocks
and suddenly I fell in and I didn‘t know how to swim and it just swept me down
the river and so I just remember - like I barely remember but I remember my dad
just jumped in fully clothed - didn’t take off anything, not his wallet or anything
- just jumped in and got me. So it was the first memory slash moment I can
remember of feeling like he - they - that he cares for me. He’s protecting me
and it was like my mom was screaming on the other side and you know but it
was like everyone was there and cared about my wellbeing and it was the first
time I remember that feeling.

Toni:
Um my family is tremendously close and the reason like - - I’m probably one
of the only girls that’s had a hernia but I did when I was in second grade. My
mom felt so bad because she used to have to wash my hair and that’s how she
saw it. I probably would have thought it was just normal. I dunno, so I went to
the hospital and like -1 was just like going in for surgery, I wasn’t gong to die, I
wasn’t like - its just - I needed to get it removed like, I wasn’t going to die. And
my grandfather, my grandmother, aunts, uncles, my sister, my mom, and dad
were all there and I was just like - if you think about it now and they came just
for that, and it wasn’t a big deal. And you can only have one person walk with
you in, and my mom gets up and I’m like ‘I want Melanie’ and my mom cried
coz I didn’t choose her. I felt so bad but I’ve just always gown up with parents
that would do anything for me - it’s just like ...

Tracey:
I have a funny story. Um, I, when I was one, my dad played for the Chicago
Cubs and there’s always been a picture of my Dad and there’s like me as a baby
and I have a Chicago Cubs baseball hat on and it says “Baby of the year”. So it
had-it looks (laughs) like the cover of a magazine, and there’s all these like little
things on the cover of magazines - that would be on that. So I remember all my
friends used to come over (inaudible) look at this, you know coz my Dad used to
be like 4Oh you should be so proud. You’re baby of the year, that’s
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unbelievable.’ And I was just so proud and I was like ‘I can’t believe that really
happened! ’ So in kindergarten I had-my mom was nuts. I’m the oldest so she
didn’t know you can’t have sleepovers that young so it was like in kindergarten.
I invited like fifteen girls. All my friends’ like moms were like ‘You mother’s
nuts because you’re so young. So we’re all sitting (inaudible ... laughter) we
were sitting around in a circle and they were like saying ‘Oh we’ve got a new
dog’ and all this and I’m like ‘I’ll be right back.’ So I go get this picture and
‘You were Baby of the Year?’ and da da da duh! And my mom comes in and
she’s like ‘Stop!’ and I thought like ‘till I was five that was a real cover of a
magazine but it was just one of those little shades you pull down. And so it was
so funny, and I was so mad at my dad for lying to me coz he just made me look
like such an idiot in front of all my friends and I started crying. It was my
birthday and my mom felt so bad.

Amanda:
Um, ever since, my brother’s only 16 months younger than I am, and ever since
I can remember like we always had each other, but my parents (inaudible)
Family comes first no matter what, you’re always there for each other day and
night whenever. And um when we-we were little my Dad used to work in a
bank, and bank hours um were like nine to four, or whatever, but he would make
it a point to come home and do dinner with us. We’d have a family dinner - like
TV off and we’d all sit there talking about our days, what we did, like what Sean
and I did at preschool, and what happened, and then he’d be there to like read a
story. Go to bed, tuck us in say he loved us and then he’d go back to work
immediately after. And I guess- and I mean then obviously I didn’t realize, I
thought it was just normal because that’s what he did but looking back on it now
like I’m amused that its got to a point where to have a family dinner and to
actually take time out of your work to come home and like how (inaudible) put
the family before anything else.

Margaret:
Um I was in second grade and we’re in music class, and we’re all like fooling
around switching seats and whatever, and this kid took my seat and I was so
mad. So I like didn’t know what to do or whatever. I was just fooling around
so I gave him the finger and the teacher saw, (laughter) and I didn’t know what
it meant, I was in second grade and the teacher saw (inaudible) ‘.. go to the
office and talk to the Principal!’ I got a detention in second grade. My .. it was
just funny coz my parents reactions were so different, coz my Mom was like
‘You shouldn‘t have got a detention, like, you didn’t know what it meant like
bla bla bla’. My father has never yelled at me as much as he yelled at me that
day. I’ve never seen him so angry and then they told me what it meant and I
was like ‘Oh! I won’t do it again!’ so ..
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Sapphire:
Um my story’s about my parents believing in me, and when I was little I used to
be-consider -1 used to think I was the ugly duckling (pause) and um (pause) coz
growing up in an all-White town is very hard. I still get stared at so it was really
hard all through um school. And when I was little I used to ask my Mom
because I was adopted so my parents were both White so I was like ‘When I
grow up will I be like you?’ So you know ‘No you’re not, you’re special’ You
know and they built confidence up and um (pause) with me and they wanted me
to accept who I am like I cannot change. But even to this day I look and I see
the magazines and I see all the b (pause) beautiful models and I see my face and
I’m like ‘it doesn’t really .. wait a minute! I don’t have to compare myself to
that!’ It’s because of my parents, and especially my Mom sat down with me so
many times ‘Sapphire! You’re never going to be like that. You are yourself.
You are your own person.’ So (pause) so ..

Charlotte:
Um I think when I was about five or six and my sister was about three - um I
think -1 don’t know if we were like at home in our playroom or for some reason
I think we were in a car. But I don’t know how but um my sister was always
very jealous of my freckles and so one day I was like ‘Well I can give you
freckles!’ and she’s like ‘Oh really?’ and so I took a blue magic marker, like a
washable marker, and gave her blue freckles all over her face, and it was like I
knew I should - I remember like thinking I knew I shouldn’t have been doing it
but I still did it anyway. My sister was like, she thought she was so cool for a
few minutes and then my Mom came and (laughs) found us and um and she’s
like ‘Bill’ that’s my Dad ‘Bill get over here!’ and like I thought she was going to
be mad so I was getting like all ready to just like burst into tears and start crying
and so she called my dad over, and they both started laughing hysterically, and
they just thought it was so funny, and they still tell that story all the time so I
just think they just sort of like laughed it off and just like it just washed off so
they didn’t really get mad at me. I think I was just very happy with that. They
tell that story all the time.

Matilda:
Um I don’t know how old, I know I was in a car seat so I must have been pretty
young. But er my mom and sister and I were in like a gift shop or something and
I was wearing a nice (inaudible) flowered dress and I stole -1 don’t know what
they were like little cards or something, but they were like - it was on like a
small stand so I could reach it and I like I put them up my dress and we left the
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store and I went and my sister put me in my car seat and they fell out as I was
getting into the car seat and she was like ‘Where did you get these?’ and I was
like ‘stole them’ (laughter) and she was like ‘I’m telling Mom!’ and I wasn’t in
the car yet and I was like ‘No!’ she’s like ‘The police are going to come and all
this stuff and my mom gets in the car and said ‘Matilda stole these.’ And to this
day I remember, I was like kicking and screaming and my Mom made me go
back in the store with her and (inaudible) and I’ll never forget it. But she was
like ‘I’ll tell her what you did!’ I mean she wasn’t like mean about it - like when
I got home that night it was fine and everything but she like insisted on like
making a lesson out of it and I like had to go in and tell the lady what I did.
Freida:
Um this is a random memory that I just always remember. I’ve no idea why but
I do but um I was just really little we were um we used to go to York Beach
Maine every summer for a week. My Dad had done that when he was a little kid
(inaudible) tradition. We would come all the way form Upstate New York so it
would take about (inaudible) to get there. Um and I just remember one time I
was just in the water with my Dad and um, I never even remember exactly what
happened, but there was like another child and I don’t know if he dropped his
pail or whatever but I ran over to help him pick it up, and like just being nice
and my Dad like freaked out. My Dad’s just like he’s like ‘Oh my God Freida!
That was so nice that you did that.’ (laughs) he’s just very I dunno like that and
um to this day he still calls me and like “I’m so proud of you!’ and you know
I’m like ‘Yeah okay thanks.’ (laughter) um I carry on with it in my life coz he
does it to me still but I find myself doing it to other people too.

After this I introduced the concept of the ladder of inferences and explained how
we form beliefs about ourselves and how these beliefs form the lenses through which
we filter data from our experiences to confirm those beliefs and so we perpetuate those
beliefs and thus our selves. They then got into groups of four and shared their stories
and help each other to identify the facts from the interpretations then they were invited
to share again.

Jasmine:
So it was really like uncomfortable coz like my Mom was like yelling at the
teachers and that was like NOT okay for me. So it was really interesting to sort
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of sit back and now think about how it’s affected me seeing my Mom advocate
for me, and it’s like I truly now (pause) advocate for myself and I don’t think
that I would be here if I hadn’t seen that, if I hadn’t seen someone be like ‘You
can do this. You may need help but you can get through this.’ And so now it’s
like for me - it’s like for me, it’s like every day first day of class I go up to my
teachers and say you know that I have a learning disability and this is what I
need, this is what-this is how I learn, this is what I gotta do all the time and I
really don’t think that, like I said, that I would be who I am without seeing that
throughout my childhood and just seeing how she cared so much.
Frances:
Um my story that I remember was first grade. I would cry and cry and cry every
day for the first two weeks of school. Not in kindergarten but in first grade, so
um my Mom would have to walk me down to the classroom and stand outside
while I cried the whole time until I calmed down. So what she did was um, she
did like lunch duty. She would come back and like give the milk out to like
each student. We stood in line so like I’d be able to see her every day during
lunch. So it was kind of nice even though she had to work and she was raising
us four kids like she still came and did that just to be there and (inaudible)
comfortable.

Toni:
I was trying to think of another way like I knew my parents were there for me.
But I had a pull-up bar but it couldn’t go in my door because my Dad didn’t
want that, he wanted it in the basement, and so I was like swinging on it (laughs)
but I fell off it and the pull-up bar hit me on the head and I got knocked
unconscious. And all I can remember is like waking up with my Mom right next
to me in my trundle bed and I just thought that was so (inaudible) so I’m just
really lucky to have her ....
Tracey:
Um I remember when I was younger, I think I was like six and my sister was
four, and my Mom gets really bad migraines. So she was in bed and my Dad
was away and my brother was down for a nap, and me and my sister were just
sitting there and she’s like (inaudible) and whatever, so I decided that, you
know, when people are sick or whatever you give them flowers. So my Mom
like tried forever, and I remember when we were really young she - all she
wanted to do would be doing the garden. So flowers, every year she would
watch to see if they grew, and they never grew. So this year they grew, so I said
‘Oh my God! This is great!’ Mom’s sick, we should go out and pick her flowers,
you know. We’re too far away from the store, we have no money, so I went out
with a pair of scissors, and we painted our faces red to match the red tulips, and
I had my sister sit there with a little basket that was in my room and I cut every
single one of her tulips, and we marched upstairs, and we opened the door, and
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the look on her face! I thought she was going to kill me, but then she just like,
the smile she gave me - just it was so funny we still laugh about it. We took
pictures. She got up. She still had a headache and she made us go downstairs
and do poses with all the tulips and stuff and so ....
Clarissa:
Um mine’s not really a specific story but (pause) um (pause) like ever since I
was growing up my Mom was the one who worked like 8-6 or so my Dad was
always the one that was home like after school and for dinner, and um he -1
mean he was the one who like drove us - soccer mom. Drove us to all our
sports and like there are five of us, when we were little there was only three, and
um he would have like no time to himself and you know go to bed at ten and get
up at six and go to work at his job. And he always said the only time he had to
himself was when he went running (pause) that was his like alone time. Um but
just the way that (pause) you know my Mom (inaudible) my Dad works hard to
support all of us and he had seven children in his family so he knows that
coming from a big family that um you know all the work ethic and er um I think
I get my work ethic from him (inaudible).

Amanda:
Um I guess mine is that the idea of family always being there for each other.
My Dad’s one of seven kids and my Mom’s one of five, and they’re all still very
close. But even -my Mom’s brother traveled a lot because of - he works for
(inaudible) and um he and my aunt had twins, and they’re old now but when
they were little and they had a son, (inaudible) my uncle was transferring from
(inaudible) to Minnesota so my parents without even questioning just told Julie
and the three kids to come and stay with us as long as they had to stay, and I
mean it meant that Sean and I had to share a room and our lives were all crazy
coz we had a baby and we had twin three-year-olds and um but like it wasn’t
even a question. And again in ninth grade they were moving from Minnesota
back to somewhere else, and they came back and lived with us for three months
and I mean it wasn’t even a question, it was like just come and stay. And it’s
not that -1 mean it’s just something that they do and it’s nice to see that. Even
(pause) um last year my Uncle was going through a really bad divorce and he,
the way the judge made things was one week the wife was in the house one
week the husband was in the house. So on the week ‘Oh! I’ve got to be
somewhere!’ and it wasn’t a question (laughs) again I mean they had - it’s just
so nice to see just like an open house not even just for my brother and I but for
the entire extended family.

Margaret:
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I guess my memory would be just when I was younger like you know and after
school I played soccer. My Dad was our coach and my Mom just came to every
game to watch so my parents were like always there and involved.

Sapphire:
I’ve been back and forth trying to think of a story and I’m kid of jumping wav
to high school for this one. Um my Dad’s an academic and Mom is too so
grades are very important to my household. So my parents were ‘Where’s you
report card?’ (deep voice) ‘Let’s see what you have’ and ‘You can do better
here!’ and I’m not a test taker whatsoever. I can write papers forever and
multiple choice? Forget it! So of course SATs come around and Oh!
Confidence level went down and so did my test grades. So um (pause) I
remember coming back and opening them up and seeing them and uh! They
were horrible and of course, and then so I started having self doubt and my Dad
who’s you know pushing, pushing the grades. He’s just like ‘Good job!’ and he,
you know, he said ‘It’s okay’ you know and ‘You’re not the academic kind of
person but you, you’re-you’re going to be okay’ and so that was more like a
confidence thing. So he learned that you - everybody’s different and I just have
to (inaudible).

Charlotte:
Um I think when I was in third or fourth grade I had this green shirt that I loved
but my Mom didn’t and it was like play clothes like I couldn’t wear, wear it to
school or anything like that. But one day I just really wanted to wear it (pause)
um coz the night before and my Mom had said ‘No you can’t wear that!’ like
it’s not like good for school bla bla bla and so as I was going to bed I hatched,
well as I was going to bed, I was lying there awake, I hatched this plan to
smuggle the shirt in in my backpack and change when I got to school. And so
that’s what I did and I changed when I got to school, and then I like changed
before I went home, and like I saw my Mom and we talked about how school
was and everything. And she didn’t even know, which was like the surprising
part, coz like I thought, just like, my Mom would like know somehow that I did
this, like I just thought like she knew everything. And then I ended up feeling so
bad that she didn’t know that I just confessed (laughter) and um I think she did
um donate the shirt to like Goodwill or something (laughter) but like it was like
but she wasn’t - she wasn’t really angry with me and or anything so like even in
high school it was -1 always would think like it’s just easier to tell the truth than
have to go with like all these lies and everything so I think I’ve always just tried
to be like honest with my parents instead of sneaking (inaudible).

Melissa:

It’s not really a specific story, it’s just like my parents got divorced when I was
two and just, I dunno, the way the custody worked for a while it was just, I lived
with mostly with my Dad and so it was kind of weird coz there was like no
woman in the household or anything to like do your hair or whatever. And so
like my Dad just like, he learned how to French braid and do all these random
like (laughs) things. I mean I had some interesting hairdos sometimes (laughter)
Like it just goes to show that he was like there for me even though there was
like no woman in the household to be like the mother figure so he kind of like
fulfilled both roles ...

Matilda:
Branching off my earlier stealing story, um after that I was always like always a
huge issue in my house um honesty like I have the same thing, like if I lied or
anything I’d get so guilty like on my own even if there was no chance of getting
caught and I would always just fess up on my own. And then like even until
now up until I was in high school like when I went to get in trouble or anything
my Mom would always say the same thing and my Dad too they were like
(pause)obviously not like we don’t care what you did but just be honest. It was
always like ‘Just tell me. Be totally upfront with me because (inaudible)’ and I
bring it with me now like the kids I baby sit for and my younger siblings and
cousins and stuff, and I’m always ‘Just be honest and tell me what you did.’
And just works out easier that way.

Shawnna:
Um I think sort of paralleling the story I told earlier. My elementary school
went from kindergarten through six and when I was in sixth grade my sister was
in third grade and um she had a teacher that I had had in fourth grade before he
moved down. And he wasn’t a very nice teacher. He was very traditional and I
remember sitting a lot at my desk and um she’d just been diagnosed with ADD
(pause) He called her stupid because she had a real problem with math. And so
my Mom - it was a really big ordeal because you know obviously he shouldn’t
have done that. And um (pause) he did it in front of the class and Mom had to
call the school Principal, and superintendent, and it was a big problem. And um
(pause) so she was really afraid to go back to the classroom but she had to.
They weren’t going to switch her class or anything like that. So um I remember
giving her a hug on the bus before she went into class and then at he end of the
day, um (pause) and I was sort of like transferring like what my Mom had done
for me in kindergarten you know with her to make her feel better.

Freida:
Um well I guess this is another story about how (pause) my family was
supportive um (pause) to me when I was little. I used to just talk to my

grandmother and she - she was always like, she wanted to sit down and have teaparties with me and urn really talk to me and have like intellectual conversations
or as much as I could have (laughs) and um she would just like always ask me
and my sister about everything like ‘who are your friends?’ and I’d say ‘Oh
Alison’ and she’d say ‘Alison who?’ and (laughter) and she’s just very like
really - like really cared about us and so I guess just like when my Dad was that’s carrying on and transferred ...

They did not identify the decisions they made, they just told stories to illustrate
the values that they hold.

The next activity I had planned was to share how the decisions we made about
ourselves come to be our story or recurring theme in our lives but as they had not
identified these decisions I decided to skip that activity and go straight to telling stories
that may reveal similar relationship patterns between themselves and their teachers that
they had with their parents.

Question: Share a story about a significant event that happened in school:
Sophie:
Um I think mine kind of comes from gym class um in first grade I didn’t, before
first grade I didn’t know how to skip at all I just didn’t (laughs) I just didn’t
(laughs) I kept doing like a galloping thing you know with just one foot going
forward (laughs) um but one day (laughter) so one day I just figured out how to
do it and so we were skipping in the gym class and I was I was skipping with my
legs in the air and I was goin’ and she said how good a skipper I was. And so
when the teacher came to pick us up she’s like, she told her ‘You have to watch
Sophie skip’ So she had me skip like around the gym by myself (laughter) all
the kids are in line but I was just so proud of myself that (laughs) but um (pause)
I loved getting the praise from the teachers with little things. It definitely wasn’t
every subject but (laughs) that made me really happy that (inaudible) was to say
that I was the best skipper in my class.
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Jasmine:
My story doesn’t have to go like in the classroom. One of my teachers in
elementary school was almost sexist it was strange coz when we would go out to
play - recess he would be like ‘The girls cannot play football and in the field.
The girls have to play on the jungle gym or the swings.’ That’s where the girls
are and all the boys go out with him and play football and play all these things.
And I remember one day like me and my friends wanted to play. He sent us
away and I just remember how that felt like, it’s so strange that I can still
remember the feeling so vividly of like this is wrong, like that’s not right, and
me and my friends like went back to the jungle gym and like huddled up about
how wrong it was, you know. And so like I think that was like my first
beginning of like independence in knowing, you know what I mean? Like it
was like the first time ever like everyone loved this teacher, like he was seen as
like the best. And people still talk about him as like the best teacher and I’m
always like ‘What are you talking about?’ coz like you know, coz I just have this
total other side that I saw to him that a lot of the other like girls didn’t realize,
like that they just thought they were supposed to do this so yeah.

Frances:
Um the teacher I remember is twelfth grade Sister you know so I loved her class
because we did math and social studies. But um for math we’d have races up on
the board and like whoever won at the end of the week (inaudible) like little
stars. She would have like a little ride to um like Papa Gino’s or something and
then also she would have like social studies bees so like it was actually a fun
way to learn....

Toni:
Um I had a really good first grade and second grade teacher but my first grade
teacher it was her first year and she was like really young, and really little like
she was just amazing like just-I don’t know why she was just the best teacher. I
actually, my senior year, went back because of, if you go to school and you have
good attendance you get to do like an internship instead of going to school for
the last quarter of the senior year and so I worked with her classroom so they
were- all the little kids got to see a picture of Miss Anselm as a kid and like it
was fun. It was like so much fun, but in second grade we did Around-the-world.
Did you guys ever play that? With math? And there’s this really, really smart
kid in my class and I was just like determined like it was a big deal if anyone
beat him and (laughs) and I like it was like twenty plus five or something you
know what I mean? And I said it before him and I like started (laughing)
jumping up and down (laughing) it was like the best thing in the world. I dunno.
Tracey:
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I have a horrible, horrible memory in fourth grade um the teacher was
(inaudible) and everyone was petrified of her, petrified, and she was supposed to
retire the year before I got to fourth grade. So I was like ‘Oh I don’t have to
worry about her’ You know, so I did not get her for homerooms and that was a
plus. But I did get her for science and er I should have known not to talk in
class, especially with her, but I was sitting next to one of my friends and we
were just chatting a little, quietly whispering um (pause) and it was not like I
talked all the time but it was just like this one er (pause) and I guess we’re
reading a book going around the room (inaudible) and um it was something on
whales. And I remember she looked at me and she had this long pointer and she
was really, really, really old, tall and thin and she was like ‘Oh Miss Chester
repeat that last sentence.’ Or something the boy just right next to me read and I
was like ‘Oh my God!’ I had no idea what he said and you know how teachers
will usually give you a minute and then (inaudible) and well you know ‘Stop
talking and pay attention.’ So she goes ‘Well I think Miss Chester wants to
come up to the front of the class and read the rest of the chapter.’ And I was like
petrified of her and she - of course she had a podium and we’re only fourth
grade and it was very professional and she should have been teaching like
ancient history in high school or something. We were learning about whales and
she made me go up to the front of the class and just made me read, and I
remember when I’m so nervous I can’t right, I can’t see right, so I started crying
and she still made me stay up there, and I wasn’t doing anything my face was
just so red and the whole class was just staring at me. She did not, I remember
there were (inaudible) for probably two minutes (inaudible) twenty minutes later
you know, and I just ran out of the class. And then um my Mom called her after
school and um nothing was ever said. She never talked to me like I still had her
for science but she never would call on me and just kind of ignored me. It was
really unprofessional and um like I mean it teaches me so much now like I know
not ever, ever, ever to do that especially embarrassing a student you know for
another twenty minutes it was horrible.
Clarissa:
Um in kindergarten (inaudible) but I was um always really, really quiet and in
preschool I said like two words the whole entire year like ‘yes’ and ‘no’ I didn’t
talk to anybody none of my friends. So in kindergarten um we were coloring
(inaudible) and some- some little boy wanted a crayon, so I let him borrow my
crayon and I went up to him and said ‘You can borrow my yellow crayon.’ And
my teacher was so proud of me coz like I said something to him I said
(inaudible) crayon and um it just kind of - that kind of praise I think like it gave
me confidence like she was happy that I shared and I’m so used to sharing
anyways but um....
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Amanda:
Um the only thing I can really think of is um third grade I - there was this
horrible kid in the back and he used to tease all the girls constantly, like to tears,
he was just like a mean, mean person. And in third grade we had to get a shoe
box, fill it with whatever we wanted to put an egg in it, and then we were
supposed to drop it out the window to see if like the egg would break or not, and
whoever had the best like cushion or whatever. Well the whole time that she
was explaining what we needed to do for the next day he was like (inaudible)
and whatnot, just being a pest so I didn’t really pay attention until the next day I
come to school and everyone had their box and I didn’t have mine and I burst
into tears. I’m like (inaudible) she was just like so disappointed and upset that
like I didn’t pay attention and she didn’t understand that it was like really that
mean kid that was just being a brat. Um and I ended up like faking sick and like
going home for the day and it was just like traumatic for me so ...

Margaret:
Um my memory is in second grade and my teacher name was Ms W. and we
used to have to stand outside like if we went to the bathroom, when we were in
this class, we would have to stand outside in line and wait to come in the room
and you’d have to-she’d quiz you on like the Presidents or just like different
things and I dunno I just think that was a really good way to do it memorizing
stuff.
Sapphire:
Well I used to watch the news with my er parents for the whole right hand thing
and saying stuff. Yeah well I just thought it was kind of cool. So um one day
when we were drawing for Columbus Day or something, Columbus and
something or other and my teacher in second grade left the room and said ‘Okay
guys keep coloring’ and I’m a perfectionist and I’ve always been, and so in
second grade here I am, I messed up, I go over the line right? Well I go to grab
the other paper right and I start drawing. She comes back, she goes ‘Who took
the key? Who took the master key?’ I said and I don’t even remember standing
up, everybody stand up and I didn’t do it I went like this and I honestly didn’t so
the key, I’m just trying and ‘Um that girl. Sapphire took it over there I saw her
taking a piece of paper’ and then she looked at it and she saw the key I said I
didn’t do it and she was like ‘You lied to me!’ She got right up in my face and
she was like ‘You lied to me!’ and I just cried. So I’ve never done this
(inaudible) I honestly didn’t know what that meant but it was one of those
honest mistakes so that’s what I remember.
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Charlotte:
Um in second grade I had the best teacher in the world. Her name was Mrs
Hernandez. I just loved going to school every day and at the end of the year I
was crying because I didn’t want to leave coz I was gonna miss her and I wanted
to see her again (pause). But um (pause) I remember one day we were dong like
a math worksheet and then after that we could have like have free time and
either read a book or just do whatever work related we need to finish. But I
decided that because I was already sort of ahead in the math worksheets I wasn’t
going to do one today. And so she made this er so like I skipped right over started doing like coloring or I dunno something else and um so she was
counting them - the ones that were passed in and she’s like ‘Someone didn’t
hand in one!’ and I was like (pause) so (pause) like scared and everything after
that so I-I just sat there like hoping she wouldn’t notice it was me. And so she
made everyone stand up and then she called off everyone’s names who’d passed
one in, and everyone else sat down and I was still standing up (pause) So she
called me over to her desk and had me give her two chips, because we like - she
gave out chips whenever we were good or get a good grade, and then we could
buy things with these chips, like pencils or candy or forty chips you could sit at
her desk for the day, and that’s what everyone was hoping for (laughter) but um
(pause) So she made me give her two chips and I just remember coz she never
had said that we couldn’t do and I was already like - up - pretty far ahead in the
worksheets like all the other kids in my group were still like a few worksheets
behind me so I just didn’t want to like keep getting further ahead and have like
the -1 was just trying to slow down and I didn’t know we like had to one every
day. And she got - and she never gave me the chance to say that I didn’t know
that we were supposed to do one everyday. And so like even after like - she’s
still my favorite teacher but I always sort of held that against her, and I always
remember like being a little like upset that she got so mad at me like I never felt
it was my fault.

Melissa:
Um I just remember my fourth grade teacher because, well like, the lady that
was the top fourth grade teacher left that year and she was supposed to be like
this really, really good teacher so we got this guy from (pause) England, like
straight from England, so he was just like - had a completely different teaching
style and just I dunno, he was just ridiculous like he had some good points but
rest of it - he - just one time his kid didn’t hear him (pause) correctly like, I
guess the kid’s actually later on got diagnosed with like a hearing disability but
he didn’t hear him. And so the guy threw a desk across the room and like I
dunno it was just like it was just made everyone shut up and we got terrified of
him for the longest time I dunno it was a bad experience but....
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Matilda:
She um like had a very traditional way of teaching and I can remember kind of
having a hard time grasping math, especially that young. We were doing
(pause) number charts (inaudible) connect the numbers to the circle things. I
dunno (inaudible) so we were doing those and I messed the method up (pause)
and I remember her making me (pause) yelling at me in front of the whole class
and then giving me a pen and telling me to go over it with pen like the right
way, and she never taught me the right way so I didn’t know how to do it, so I
just re-went over it - like marks I’d already made but in her pen and she-she’s
like ‘What are you doing? I told you to re-do it and she said it in front of the
whole class like deliberately like trying to like convey the message and like
embarrass me (pause) said something like ‘someday when all the kids are in
gym or in music you’re going to have to stay in the room with me and work on
this.’ And I’ll never forget it., (inaudible) I was a really sensitive little kid
(inaudible) But in the same respect I know I’ll never embarrass kids like that,
like make a point to embarrass them in front of their peers.
Shawnna:
Um I think my second grade teacher was my favorite teacher (pause) um she
was just a really amazing lady. She was (inaudible) she was around fifty-five so
she had white hair and she was just really kind, really nice. Her name was Miss
M, and we always called her Mitmel and um (pause) we did Around-the-world
like every day and um it was so much fun. She used to have this really colorful
classroom, lots of books, and very supportive. I have a hard trouble with
multiplication and she was always really nice. She’d call my parents and update
them, let them know what I need to work on. Really nice lady. I remember er
the last day (pause) that I had her the very last day of classes. She read us um
(pause) ‘I will love you forever’ and she started bawling and it was so sad and it
just kind of made me think ‘Oh she really(pause) cares about all of us and she’s
going to miss us.’ So she’s really a great person.
Freida:
Um my memory is from when I was in first grade and I had Mrs. P. She was
like a God to me, um, I always came home and talk about Mrs. P. and great
(inaudible) and um she liked me too. She liked - she was a really good teacher.
But one day, I guess you know we had to memorize our address and phone
numbers and all that stuff and there was a couple of days I didn’t know my zip
code and um (pause) I forgot again and so she like made us she wanted to go
round the room and tell um (pause) our zip code. And I was sitting right next to
the board where like we had like a piece of paper written up with all of our stuff
on it and so (laughs) when she called on me I just kind of looked over and read it
of the board (laughs) I dunno why I thought that maybe she wouldn’t notice
(laugh) um (laughter) but um and then she yelled at me really bad and I was so
embarrassed you know and just like crushed that....
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Question: How have the decisions we made about ourselves with our caregivers
affected how we have interpreted the events that happened in school? Is there a
connection?

Sophie:
Um I think learning like you know my teachers who praise me. I just worked
really well after praise and that’s how that’s - that made me want to get better
and my Mom and Dad always encouraged me to, you know, do my best and
they were always - I (pause) most of my memories -1 can’t remember ever
really being punished. I know I was I know -1 remember a few times but I was
never grounded or spanked. I was very rarely in trouble. I was a great kid
(inaudible) but um at school I used to love being around the teachers. At recess
I’d like to stand with the teachers and listen to what they were talking about and
have that attention from the teacher. And um I think, I dunno, I just really
enjoyed having that attention from the teacher and um I think I dunno if it’s the
word ‘appreciated’ that I’m looking for but I just really like to be a (pause) I
don’t know what it was about it but I really wanted to be around the teachers um
hearing what they had to say and being more adult like. And um getting, you
know, (inaudible) for wherever I could from (inaudible) first and second grade I
got the best grades in my class and when they said that I just got really excited.
And um I wasn’t always the best student but even my Mom later on, you know,
I wouldn’t do as well but she’d say ‘Well as long as you tried your best then you
know that’s fine with me.’ And you know it really I felt good when I know I
tried my best but you know I think teachers and my parents have helped me.
Jasmine:
Do you mind if I just make a couple of comments too? Um I find it so
interesting how different some of my experiences are to like other people. Like
you guys are saying how much you loved those math contests (pause) I HATED
those math contests with like ALL OF MY BEING. I hated those math contests
because I could never do it no matter what I could not get those math problems
in a minute every time I tried I could not get those math problems and every
single kid in the class - like what we got to do is they read the name over the
speakers and every kid in the class got it except for me and I was so ashamed
and I HATED it so much. And so I-I find it interesting that like some people
love it and just -1 had a completely opposite experience but um (pause) and
then so basically what um (pause) my experience was feeling inferior like to
other people, with my teacher, and the boys, and like girls but I - through my
entire childhood I felt inferior in learning and um (pause) and even, I always
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knew my parents believed in me and stuff but then one time in high school mymy Mom said to me -1 was like going looking at colleges and like thinking
about college. It was probably like my sophomore or junior year and she was
like ‘Jasmine, why don’t you look into like dental hygienist or something like
that?’ and I was like (pause) ‘But I want to go to college!’ and she’s like ‘Well
we just don’t know if you can handle college. If you’ll make it in college’ and I
was like. ‘What are you talking about?’ I guess like the teachers had said like,
you know, ‘Jasmine won’t get into college’ or ‘She won’t succeed in college.’
And from that point on like the day that I ever heard that people like didn’t have
faith in the fact that I would make it to college. I like worked my butt off. It
was so strange because its like the lack of -the lack of like um (pause) I dunno
like inspiration, I don’t even know what it was like, the lack of belief that I
could do it was like infuriating and like I just went and - like I don’t hold it
against my parents but I think about it all the time, like how much I wanted to
like prove everyone wrong, and like (pause) you know, and how they affected
me but like it’s so interesting that like the things that made me feel inferior
actually like propelled me to do better (pause) you know so.
Frances:
Um like without my mother like I’d probably (pause) the way she brought me up
was like, it wasn’t like ‘Alright after high school it’s like you can choose
whether it’s like to go (inaudible)’ .. kindergarten right to high school and then
right to college. It’s never like -1 knew it’s just like I didn’t even have a choice
so I’ve had my mother to like always push me, encourage me like do my best
and it was never too much but she always just said ‘Try your best and you’ll like
succeed.’
Toni:
Um when I was in high school my freshman sophomore year I kind of let myself
slide, not like I wasn’t getting like Fs, but I was doing like terrible for me. My
Mom was like so mad at me and then like going in my junior year my
Grandfather died but like before it - he died he’s like ‘Toni you’re like a saint.’
da da duh, ‘keep playing sports. Keep doing this da da da.’ And for some
reason that like discussion - it was like - it was probably - it was the same day he
died in hospital so it was like really sad but that day from then on I did like
awesome in school I did like - all I cared about was like doing good for him so
it wasn’t even my parents that influenced me it was like at one point my teacher
was like your - my guidance counselor was like ‘You’re not going to get into
college.’ Like when I was a sophomore like I did horrible and just like, I mean,
just (inaudible) but it actually had a huge impact (pause) so I turned it around
and I’m I college ...
Tracey:
Um my Mom has definitely influenced me - all my decisions. She’s like my
best friend um she’s like un-believable like the most positive person, even like,
she basically raised four kids alone and my Dad does a lot of work (inaudible)
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and she’s just unbelievable. And like she’ll tell stories when she was, like back
in the day, her high school year book um her blurb was like (inaudible) and
she’s just like you know anything goes. So I remember when I get to fifth grade
they were talking, there was a big discussion the day before like now you can
um (pause) try to (inaudible) student council and I was so nervous about it and
like ‘Why don’t you do it?. Go for it!’ and I was like I have to write a speech
and do all this. And she helped me write my speech and it was on the
announcements a week later I told my mom I got it. It was like unbelievable I
never would have ever done that if she hadn’t said like ‘Go for it!’ And I ended
up (inaudible) seventh grade and 1 was President of the school for um student
council in eighth grade and just like President of my class freshman year and
sophomore year just like never ever, ever would I ever had done that if it wasn’t
for her. And still today I have like a nineteen year-old sister like I’ll take advice
from her and then I’ll call my Mom and she’ll say something completely
different and I’ll be like ‘Oh great!’ like you know um (laughter) and I’ll do like
my Mom tells me. She’s a cool nineteen year-old so.
Clarissa:
Um ever since my Dad’s been (inaudible) coz whenever we’re not in school or
in high school - coz I did field hockey and track so I didn’t come home until
four o’clock - um but he would always have to be there, come straight back from
work and we’d always have to show him what we did, and you know, check it
for us and he’d help us study for our tests. And um he would, you know
(inaudible), he’d help us study and be (inaudible) like my sister really excelled
at academics and I did better in sports than I did in academics, and he could see
that and he would like push her to help her get involved in academic related
things (inaudible) and he pushed me to do better at (inaudible) so we um I mean
now my study habits are (inaudible) like he taught that to me ....
Amanda:
But um I think that like no matter what my parents supported me one hundred
percent no matter what my decision was, whatever I wanted to do, um I always
had encouragement. And growing up my brother was extremely smart, I mean
he still is, um but I don’t think because we were so close, it was really hard for
me to (pause) even though I was older I was like in his shadow. So I don’t think
that that it transferred um like how much my parents were behind me into my
schoolroom because I would always look at Stephen do his work right or his
grades. And like he wouldn’t even study and that was how good he was, um and
senior year in high school we both had the same math teacher because he was
like a grade ahead in math, and um he used to always just do stupid things like
‘Amanda’s grade equals Stephen’s minus like four’ Just like used to make me
mad um but my teacher came around one day and was asking about like what
we wanted to do. He was just really involved with all of us and he’d come to
field hockey games and um (pause) I wanted to be a teacher and he said ‘Oh you
should really go into math.’ And I was like ‘No, no, no! that’s his strong point
like you know how Stephen is.’ And he was like ‘But you work at it like we can
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all see like how much like effort you put into it and I mean it will benefit you in
the long run because of everything you’re doing to get t o the point where you
are. And so I don’t think that like even though my parents like keep telling me
that for eighteen years, I don’t think was actually like I didn’t realize until I
heard it - I’d heard it from a teacher who’d seen like Stephen’s academic skills
and my academic skills and I didn’t feel like a strong student until then ...
Margaret:
Um same thing my mom was always there for me I remember like countless
times like sitting with her, like going over like flash cards for like spelling and
just like math things and she’d always check my math homework, and read my
papers even in high school before I handed them in and just gave me like a lot of
help and advice and different things and always just like pushed me through to
do my best.
Sapphire:
I just said earlier that my parents were academic so um when I had to have a
tutor for math it was like the end of the world. Pm like ‘Oh my God! Fm so
embarrassed!’ like this secret person that I have to go home to and ‘Oh yeah’
um ‘I-I’m going home for a snack’ you know and I’d go home and I’d go for an
hour and sit with this college student who’d help me with math but um over the
years, coz I had a tutor all through high school, over the years my parents helped
me with um and encouraged me with um, you know, ‘It’s cool to have a tutor.
You’re really working and you’re not just letting yourself fall behind.’ And that
was it, and um the best thing that my parents ever did was probably um (pause)
in my senior year they said ‘You can go to college or you can take a year off.
You can work you can do what ever, college isn’t made for everyone, but um
we’re going to support you in whatever you do.’ And I thought that was really
nice just because of the fact that I-I felt that I had to go to college right away,
because my parents did it and you know I just had to follow them but my parents
were actually letting me have a say in what happened after high school. So they
supported my...
Charlotte:
My younger sister was always, all while we were growing up, I like picked on er
all the time and everything. And I think it was partially because she was always,
she always did really, really well in school. She was like a junior and so I would
do mostly like As and Bs a few Cs and but she always, always, always got like
straight As and A pluses and all the teachers loved her, and she was - got all
these awards and everything. So I always felt like a little like even though I was
doing really well too but like still wasn’t as good as (name) so just didn’t really
count. And I remember one time my Grandmother came up to me and told me
how proud my Grandfather was of me because, like, that I was a girl with a good
head on her shoulders, like common sense, and just was like praising me about
like all these things my Grandfather had said about me. And he would never

325

have said that like in person but she just told me about it. I always felt so proud
that he’d noticed me and not my sister and hadn’t like he’d actually noticed that
I was doing well too and that instead of like (sister’s name) who was like
valedictorian (inaudible) or something like that but he also noticed that I was
doing well too, so I always felt very special because of that.
Melissa:
Um I dunno at high school or in my high school the teachers really weren’t
supportive at all, like they were just like, I dunno. We had to take Latin for five
years and all this - it was just really a really classical education. And it just I
dunno, so they never supported me. So even until, up until like junior year and
part of senior year I was not doing very well at all, and so I dunno I was
rebelling and I guess my Dad took it like he didn’t, instead of like helping me
and trying to help me with school just took it in a way - in a different way and
got like kinda really angry. And I feel like he was doing that because he wanted
me to succeed and go to college and stuff, but at the same time, I dunno, it just
wasn’t really helpful (laughs) I just don’t know how to explain it any other way.
Just I hope my brother has a different experience coz he’s at the same school.
Matilda:
Um when we were really little my Mom um stopped working and stayed home.
We were like, I think from the time I was like four until like sixth grade or
something coz I have two sisters too. And um so she started doing interior
decorating, but she did mostly cur- making curtains and stuff. She turned part
of our basement into like, um, her workroom, kinda like a sewing room, and like
so that was nice that she was always home when we got home from school every
day. she was like a (inaudible) mother for like, I dunno, six or seven years or
something - just like holiday parties and everything. So I remember her like
being like a really big part of my younger years in school. And then I think
when I was in sixth grade I think she went back to work full time, and like even
though she wasn’t like necessarily around the school - working at the school or
anything in later years she was always like committed to being involved in
everything we did. And that like it gave - it was easier for us to go to different
teachers I think knowing that she’d like have a way to find out what we were
doing and that if we were - brought projects home like made sure you had the
(inaudible) so it was kinda nice to have her I think specially when we were
younger.
Shawnna:
I was very fortunate to have parents who were very supportive of me in school
and teachers kindergarten through third grade just very, very compassionate
devoted teachers, um just really good teachers. So I think they always created
an environment where I always felt comfortable. My parents were supporting
me in everything I did at school so I’ve always felt comfortable in a school
situation I like hanging out with the teachers um so I think that’s where it
transcended on to me. And I think that’s the reason I want to be a teacher it’s
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because I was lucky enough to have that and I want to make sure that there’s
other kids that are lucky enough to have teachers who are caring about them and
doing as much as they can for them.
Freida:
My parents were very supportive of me

DAY TWO
Round 1: Share what came up for you yesterday.
Jasmine:
Yesterday like brought up a lot of (pause) painful memories almost and like the
thought that I had so many like I had so many bad experiences in school it’s so
weird and I had like it was a lot of like and I mean I didn’t like tell everything or
whatever but I told a lot and it brought up in me a lot of thinking like ‘How did
these experiences cause me to think about becoming a teacher?’ Like you know
even though when I was a kid I hated school ‘why am I now wanting to become
a teacher?’ and so it took a lot, like um, last night I thought a lot about it and so
I’m really glad I got to analyze that.

The Support Circles:
Group one met four times throughout the semester. We met on September 30th,
October 21st, November 12th and December 2nd. The meetings were scheduled from six
o’clock to eight o’clock in the evening and we were to meet in a small, windowless,
i'

basement room in the school of education. I provided some refreshments as the
participants had mostly been taking classes all day and were teaching in their
prepracticum site the next morning. We only held the first two meetings at the school
of education. The third meeting was originally scheduled just before Thanksgiving and
we decided to reschedule it so everyone could leave for the holiday. We couldn’t get a
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room to meet on November the 12th so they decided to meet at my house. After this
session they all said they would prefer to have the last meeting at my house too.

Circle One
The participants seemed very stressed and tired as they entered the room. They
put down their heavy backpacks and started to pour themselves drinks and fixed
themselves a plate of food. They were not very talkative amongst each other. They
mostly wanted information about how often we were going to be meeting and how long
the sessions would be running and if there were any written assignments expected of
them. As we settled in the circle waiting for everyone to arrive there began to be some
small talk. I heard two of them complaining about the amount of photocopying she was
being expected to do.

Jo:
I hope you’re not getting too much of the busy-work. It’s okay to do it a little
bit but you’re there to observe and to practice teaching not just photocopying.

Sapphire:
Or the gossip! I’m supposed to be there at eight o’clock and they gossip till the
kids get there (pause) about the air ventilation today so I was thinking you know
‘Did I really have to (inaudible) all they do is gossip during break so ....

To warm up I did a few rounds with the talking-piece. The first question was; If
all your needs were met, all your financial, physical, emotional needs were met and you
lived in a perfect world. How would you spend your days?
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Next I invited them to share a story, a book or a poem that they feel has
influenced their life in some way. The next question was:
What is the ideal teacher? What is the ideal teacher you are aiming to be?

Amanda:
I guess the main thing is a love for the children. I think that in the world we live
in to day they almost become a parent to these kids. They have to be rolemodels, they have to I dunno, the ideal teacher has to be like some perfect
person who is just like picked to teach these kids, and at the same time you are
caring and supportive and trusting these kids. You have to teach them, you have
to teach them all the subjects and urn facts so that they can grow and their minds
can mature and (inaudible).
Charlotte:
Um the first thing that popped into my mind when you said my ideal teacher is
like, and I just think of someone who like never gets flustered, or like kids come
up with like these problems, or something happens, the teacher can just keep
their cool and like not get upset, and not have to like I dunno just not (pause)
Idunno just like can stay calm and handle like whatever is going on with them.
But also um I think a teacher has to be very enthusiastic about like everything
the kids do and like coz kids can tell if you’re so ‘That’s good’ and like you
don’t really mean it so you have to make every little thing seem cool and like
they did a great job on this and you have to be enthusiastic about like the
subjects they teach so that the kids - like they can make handwriting and things like the kids would be like bored after doing like after a couple of days like they
can make that seem like interesting and um and obviously they have to be like
genuinely care about the kids, and like be there for the students, and be a good
role-model and everything.

Shawnna:
I think when you said the very first picture that came into my head was (pause)
he picture that I drew the other day (laughing) There’s like all the kids sitting
round in a circle um (pause) and the teachers you know with the kids and they’re
-1 think good teachers (pause) can inspire their kids um (pause) so I guess that’s
what I’d try to do. Everything else you guys have said, enthusiastic, loving
,caring, wonderful role-model, la da de da (pause) um (pause) but yeah and I
guess may be that the teacher can get down on the floor with the kids too um I
dunno there’s a lot of components. It’s multifaceted (laughs).
Matilda:
Um I think the ideal teacher is patient and kind and enthusiastic but also at the
same time is like (use) like not allowing the students to walk all over them like
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understanding what they need like the nicest teacher in the school isn’t being
like the best (inaudible) er also I think that they just should make it a priority in
the classroom that all children should feel loved and safe in their environment
and um I think that just like (inaudible) don’t necessarily like each child but love
each child.

Sapphire:
I had a word. "Consistency’ .. consistent with how the teacher - teach er
teaches er is with each child. How they treat each child, discipline or praise or
things like that. Someone who’s caring and patient as we already established,
someone who’s creative, who has an imagination. You can get down on the er
with the children on the same level and kind of be a kid with them instead of just
the teacher and the students. Someone who can - a balance of everything.”
Margaret:
Um for me the ideal teacher um sees teaching as more than just a job (pause)
just is very motivated and (inaudible) love for their students and somebody they
can look up to.
Clarissa:
Um well I agree with everything (laughs) um but um I guess (pause) um (pause)
hat the teacher respects the students and the teacher tries on some level to
(inaudible) the students respect the teacher and um you know we read books in
class about these classrooms like there’s no behavior problems that you know
(laughter) and the kids get along great and you know (laughs) depends on who
they are and what classroom they’re in. But I mean I think that that’s ideal you
know and all the students know who the teacher is and they respect the teacher,
the teacher respects each child for who they are, and you know how they learn,
and also like the teacher can learn with the kids you know color (inaudible) do
activities they’re doing and be fun and spontaneous but also you know there’s a
line that ...

Question: Share something that’s come up in your classroom that made you feel
uncomfortable or a difficult decision you or your mentor teacher had to make.

Matilda:
I have a really hard time or whatever that my cooperating teacher goes out of the
room and I get this ‘Mrs. G. lets us do it!’ coz I never have like at the right time
like figured out like what the situation is - sometimes I really wanna like ‘She’s
not in the room right now’ but at other times I don’t like wanna like fire back at
them. But they’re like, they’re like a group that will really test your limits like
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time and time again like ‘She lets us and like its like I’m babysitting again like
that saying ‘But my Mom lets me do it’ (laughter).
Jo: How does it feel being left on your own at this stage?
Matilda:
It’s always like just for a little while at a time and I like - it’s liberating, I like it,
like I like getting used to it and everything but um there are a couple of kids that
every time she leaves the room will give me a hard time but I mean I’m feeling
them out for it. I’m like sticking to my guns (inaudible) and I don’t wanna be
‘She’s not here right now. I’m in charge (laughs). So ...
Jo: So what do you tell them?
Matilda:
Um depends what the situation is (inaudible) like ‘there’s more than one teacher
in this room and right now this is what we’re doing I mean the second she walks
back in the room they don’t even bother asking me anymore coz they like they
don’t test her limits at all she’s like really good with them.
Jo: So what are you fears or your... ?
Matilda:
I’m just like I mean I’m not like its not like one of my big fears its just like an
awkward like time, I feel it’s just like because they don’t know me that well yet
(inaudible) in the classroom three or four times and it’s just like I think in the
next couple of weeks they’ll not be testing my limits so much but right now it’s
like every given opportunity (sigh) (inaudible) Um like well like they know
they’re supposed to sit in their seats for silent reading (inaudible) It’s things like
that, they know they can’t do but they just ‘Well Mrs. G. lets us’ (inaudible)
‘Well I’m in charge right now coz she’s not here right now’ Like my sister used
to say things like that too when my parents went out so (laughter).
Shawnna:
My kindergarteners did that (pause) the first two weeks I was there. They were
just testing to see how far I would let them go. Um they did the same thing with
- we have a little area that’s sectioned off for the library, and there’s only four
kids that can be in the library and um my two teachers were out, or they were I *
another part of the room, and I don’t want to go over and be like ‘Okay these
kids aren’t behaving what can I do?’ I like to handle it myself. So there’s a fifth
kid that went in, another kid came over and he’s like ‘Well he’s not supposed to
be in there’ coz there are only four kids supposed to be in there and so he asked
me ‘So Miss M um can I-I be in there?’ The kid that was in the library, and I
was like ‘Nope you can’t’ ‘Well sometimes our teachers let us’ and like testing
and I know that they did it and so my solution was ‘Well my rule’s going to be
the same as your teacher’s usually is and I’m going to stick to my guns and
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you’re-you’re not, you’re going to have to leave. You’re going to have to come
- you were the last one to in you’re going to have to come out. Um so (pause) I
don’t know I would may be say that you’re just, I dunno, I try not to reference
the teacher either because I feel that’s like a kind of cop-out coz I try to say
‘Well my rule is’ instead of saying (laughter) well my rule is the same as your
teacher’s and I dunno that sometimes worked. They’ve stopped testing me now
but, well there’s one that still likes to test me but um stick to your guns
(laughing) coz otherwise they’ll walk all over you.
Sapphire:
I really like the way you’re dealing with it. I think that the way that yeah! The
whole you know you’re - I’m in the room now so please listen to me because
you are in a way you’re supposed to be treated with respect. You are equal I say
in quotes to the teacher meaning they need to treat you as they treat their
teacher. They need to listen to you as they listen to their teacher - course I know
you’re probably wondering too, I- this is what I would do in say well is this
what my teacher would do? I mean would she approve of this? Or is this not
what she wants me to do but definitely, you know, saying ‘Well, you know right
now um she’ll be back in a couple of minutes and so right now (laughs) I’m in
charge, um I’m the one who’s supposed to er be looking over the room so if you
could just do that for a couple of minutes and hold off may be we can settle this
when she gets back.’ But I think what you’re doing is fine.
I have a problem. Here’s my problem. Everything’s happening to me today.
This kid, this is just his - not his day. He’s crying because I gave him - he
didn’t want the deviled eggs so I gave him two crackers usually have three but
we didn’t have time to eat two so he started crying he has two crackers okay?
Yeah, boo hoo okay. Then he starts getting mad and the kids are starting to line
up and he’s crying. Kids leave, teacher comes over and says you know do you
want to talk about it things like that he picks up a chair and he throws it right
across the room. He’s angry and he’s strong and I guess he’s been known to flip
tables. I mean he’s - I’m in kindergarten and this kid’s about this high so ..
(sigh) I’m here thinking ‘What do I do?’ Its not like you can go over and you
know you’re not supposed to restrain a child. You’re not supposed to so I just
kinda stepped back and my teacher had me call the office, and the assistant
principal came down and just, you know, just wanted to see what was going on.
And she actually picked him up, like you would your child, like this, and carried
him out, like this, I think actually gave him a hug firs,t and then carried him out.
At first he was like he was bad, well he was being bad, you know, he threw a
chair ‘why?’ but then um I realized that all kids need the hug once in a while, all
kids need ‘it’s okay if something’s going on please tell me’ and ‘we’re here for
you,’ kind of physical too, you know, the hand on the shoulder ‘I’m here let’s
talk’ or something and I just don’t know how I would handle something. And
they still don’t know. I think he was just having a bad day ,you know,
(inaudible) factor is family things, and there are some things going on in his
family right now. But I mean I wouldn’t know how to react with - some kids
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want to be left alone, they want ‘okay fine you wanna be in the comer that’s
cool’ you know ‘just chill I’m over here’ or something and some reach out for
you and want that hug and want to tell you their life story and I’m just afraid one
of my kids would throw a chair, but I don’t want to always call the principal ‘Oh
by the way come down here please’ always have someone else deal with it.
That’s my problem.
Jo: What feelings did you have when you say him throw the chair?
Sapphire:
I felt bad, most of the time when I see children act up um at camp there was a
child that acted up I was like ‘oh yeah’ he always comes and he always makes
trouble and at play time and whatever. And it actually ended up that something
very wrong was going on in his family, like illegal, very wrong to the children.
I thought you know children thought something might have been going on with
him so then I thought today I said ‘Well you know maybe there’s something
going on at home.’ Coz usually yeah you do get kids who just want the
attention but then you have the kids who want the attention because they want
you to find out something’s going on and they don’t know how to tell you which
I think is absolutely - so I think maybe, may be it was something like that,
maybe he was just trying to get the attention of the authority figure, which was
the principal, the assistant principal, or maybe he was just having an off day and
that was just a wrong thing for him to do. I just hope I can be there for my
students and just handle it the best way I can ... Cute little boy though .... so
cute you know but gets mad_growls, fists. He’s like ‘Oh! Like really angry.
When he’s angry, he’s angry, I feel so bad so I think yeah I think it’s a temper
thing something that they need to work on him if you get mad do something else
don’t.Yeah I’m sure the mother was told (inaudible) you know ‘what’s
going on in ,, is there anything we should know about that’s affecting your
child this way?’ I mean I just remember you saying about recording and I
actually during one of my times while the teachers were talking um they brought
up this story about how this boy used to scratch his neck like this like really fast
and get angry like snap and it was psychological, neurol.. that big word ...
Jo: Neurological
Sapphire:
.. neurological okay it was that kind of thing. So every time he would like
scratch his back, I mean his neck really fast you knew something was going to
happen ... he just flipped ... so at least there you could see the symptoms, you
could see the stages of progression getting to the point but I think this was just
an off day because I’ve never - they told the teacher that he was going to be a
wild one but that has never happened before so ... anyway that’s my problem.
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Amanda:
My teacher’s very much, which I hate, like all about labeling like oh it just
drives me nuts! There’s twenty three kids but there’s no special ed for fifth
grade at my school. The teacher left last year and they just haven’t replaced her.
So a lot of these kids are in the classroom but there’s this one little girl who I
guess throughout the past year has had like major outbursts like, and just in a
second she will snap, and she will lose it, and she will scream, and she will
tweak out on everyone in the classroom. And the first day going in there she
was like, I mean like. I’m just like barely getting to know the kids and she’s like
‘Oh yeah you know that girl over.. I’d be careful like bla bla bla.’ So like
and then like, so all these, like in your mind you just like - any little thing she
does, even if I don’t - that (inaudible) like grabbing another piece of paper, or
like doodling when she’s supposed to be - like she’s just like ‘Did you see her
doing that?’ like ‘She was ready to go off! I’m getting really nervous!’ And it
got to the point where the teacher had got a walkie-talkie in her classroom to call
the psychologist in case this little girl freaks out, which kind of scared me also.
But so my teacher was gone on Friday and I was the sub for the day, and pretty
much like everyone was - like a lot of it was like busy work, they weren’t like
major lessons that I was teaching. But this little girl, like immediately after
morning circle was like ‘I don’t wanna do this!’ and ‘I want to talk to her there!’
and she was gone for like an hour and a half in the morning, and then came back
and they’re doing this math ... screaming ‘I don’t understand this! I never
learned this! I don’t know what to do!’ and then like if you sit and go over it
with her she’s like ‘Oh I like you so much more than Miss ..’ like ‘You sit here
with me and do it’ And then like you leave her and she’s like (screams) ‘I don’t
know how to do this! I hate this!’ And like we do reading buddies with the first
grade at the end of the day on Friday, and she’s like ‘I don’t want to talk to my
buddy! I don’t want to read to my buddy!’ And so like this poor little first
grader is just like sitting there and she’s the cutest little girl, and she’s just like
‘No! I’m not doing it!’ And like leaves the room and goes to her counselor and
like the counselor came into the classroom like three different times. And so
like I don’t know if it was just that I - because I already had it in my mind like
‘Okay so this is how she’s been since kindergarten and its fifth grade and she’s
not going to change’ or is it like something’s going on at home? or um and
there are just - and I think it was just my first real test in front of the classroom
without the teacher there, because then you’re like thrown in like with everyone
else and you can’t sit with one kid the entire day during math because you need
to be there for everyone else. And so what are you supposed to do with the child
that you know has outbursts and then you, you see one starting and it was just
like -1 mean like by the end of the day when she was flipping out about reading
buddies I was like ‘Oh my God! Stop!’ like ‘Enough is enough!’ like ‘You
haven’t even been in this classroom more than - long enough to have like
another outburst, like control yourself!’ But I didn’t know like how to get it
across because all these first graders coming in the classroom, people need other
buddies because they were absent last Friday, we don’t have the teacher list like
‘Does the other teacher have the teacher list?’ And so there was like about ten
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other things going on at the same time, and I know like a huge job of teacher is
like multitasking, but to - to like be there for this little girl at the same time and,
and how to do it when my teacher comes back in to the classroom. How to still
be there for this little girl even though the teacher is kinna like written her off as
like she can talk to her parents or like ...
Shawnna:
I had this little guy in first grade who, couple of the times I was there they called
the counselors. I feel like at Hayfield School they (pause) they really rely on
their counselors an (laughing) awful lot. That’s just what it seems like‘Op! Go
to your counselor!’ Which is, I mean it’s good because um then there’s
somebody that’s giving them attention, but sometimes I feel like it’s just telling
kids like what you were saying like if they act out ‘boom! you can go to the
counselor’s office!’ And they have candy, they have games, the little boy we
had in our first grade class likes to go to the counselor coz he likes to play
games with the counselor, like she had games in her office, and he would play
and I don’t think he ever, I don’t - I’m not really positive but I don’t remember
him ever doing work in her (pause) in the counselor’s office either.
Amanda:
Or like or they-they kind of make deals like ‘Okay you don’t need to do all of
Scholastic News but what if you just read this one thing..’ and then she’ll
come back ‘Oh I did it’ and I’m like ‘Okay see?’ ‘Well I-I-I read it. I read that
one little paragraph.’ And it’s just like ‘No!’ they I-I-I dunno.
Margaret:
It’s just so hard though if they have like especially like psychological problems,
I dunno.
Shawnna:
Yeah but it’s like what else can you do?
Margaret:
Yeah it’s just like I dunno sort of different than like learning disabilities. I mean
I guess it’s similar but there’s nothing you can do for that.
Amanda:
I think it’s also hard where we come from like they - we’re only there two days
a week. We didn’t even -1 found it really hard that they started school the first
like we weren’t even here until the eighth and so they’ve already built their
community or whatever, or what have you, and I mean I said to her immediately
like ‘I want to be a part of this’ like ‘I don’t want to be just like that person that
comes in on Thursday and Friday and like teaches a lesson here and there and
(inaudible) like I want to be a part of this.’ And so I-I think its hard that likelike we only come in those two days and I mean it’s - it’s just that we go home
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Friday and we don’t see tem ‘till Thursday and so you don’t know what
happened with certain kids on Monday, Tuesday, Wednesday and urn I-like how
things are going in the classroom and ..
Charlotte:
I feel like um like I’ll go to work on like Thursday and Friday and we’ll be like
starting one concept or starting doing like this kind of work sheet and then I’ll
come back next Thursday and they can like already do that and like they’ve
finished it and there’s so much more I felt like I missed this huge chunk like I
didn’t get to see the middle, like I get to see like them starting it, or like them
finishing something and I just feel like I don’t get to see like a whole unit, like
just pieces.
Matilda:
Yeah it is a big gap like for the time I left last Friday and going back today like
we have two more students in our class and I didn’t even know last week. I
think there’s such a fine line - what our position is like where (pause) like our
saying something is too much ‘We’re bad for your class?’ It’s such a fine line ..

Clarissa:
There’s a girl in my class who has a mental illness and she, she knows along
with the guidance counselor and my teacher that she has a point system and she
gets points for how she acts during the day and she, she will sit and scribble on a
piece of paper if there’s something wrong, or if you know she (inaudible) she’ll
crumple up the paper, and I -1 know her because I work in the after school
program, so I’m fortunate to know who she is and to be like - have that that
connection with her that I don’t have with the other students. And it’s hard
because I do want to help her but I at the same time I know that I can’t just
concentrate on her. But she has this point system and sometimes she’ll refuse to
participate in gym and or specialists, and so we have to check in and when she
gets a certain amount of points she gets to have lunch with the teacher or the
guidance counselor so she gets to choose. And I don’t know if its weekly or um
how she goes, or if she gets the (inaudible) points you know the point system is
one to five for each like half hour of the day. So you know she reached her
points then (inaudible) today but it was nice that the teachers were including me.
And you know part of this whole lunch thing like making it known that like
‘Here’s your other teacher’ and ‘Do you want to have lunch with her?’ But it’s a
good idea because she knows, like, and she’ll see that the end of the day the
teacher shows it to her and (inaudible) you know ‘You had a problem in math
today’ and like ‘I had to give you a one but you did really good in reading.’ So
it’s like she knows she can see ‘Okay I did good, I was listening in reading.’
But I mean - and she’ll admit to it, you know, ‘Well I just got really frustrated.’
And then she’ll say ‘That’s fine, that’s fine, you still had ten points for the day.
But you did really good ..’ So she’s recognizing that she can behave and she
can do well at this one thing but she has like a balance line. So I mean I think
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it’s a good - and it - its hard though coz you’re, you’re it’s just one student and
the other students are -1 mean they already asked ‘Well why, why is that lady in
here? Why are you in here with (name)?’ ‘Well you know it’s something she’s
doing with the teacher.’ It’s hard not to include all the other students so do you
give all the students a point system? I mean she got to pick a friend. She gets to
pick a friend every time, but is she going to pick the same friend every week? I
mean it’s hard on that scale but where you know she is acting out and there are
students who have trouble may be need that one-on-one, you know it’s a good
system, but at the same time it’s hard (inaudible) just that one student but
(inaudible) it’s hard on that scale but it is a good idea.
Amanda:
I think like the best part of this is at the end of the day they sit down and talk
about it. And like and so like my teacher won’t like, you know what I mean,
(laughter) to - to actually sit down and talk out those -1 mean it could only be
about five minutes and just to be like ‘So how are you doing?’ like ‘let’s look
over the day’ like ‘let’s talk about the day’ which like I think it’s so essential to
like so may be like tomorrow she’ll be able to come in and remember that
‘Okay, it’s okay if I get frustrated in math but like I’ll try to like hold off a little
before I can, or something like that, coz at least her and the teacher are on the
same side, like it’s not like a constant fight that ‘Okay if things don’t work out
in math like I’m getting chips from the counselor’ (laughing) you know what I
mean and that’s like I think that’s great for the teacher to be doing.
Jo: Do any of your teachers have the students make up the rules?
Clarissa:
I do know when I was working at the pre-school at Deerfield they there were no
rules I mean pre-school’s different than kindergarten but the reading of the rules
that I received - not them they didn’t have to share if they didn’t want to, they
could work alone if they wanted to, they (inaudible) like, they didn’t have any
rules and I was shocked! I mean I was only in there for like an hour out of every
day (inaudible) and like you know there were kids fighting and I’d be “share and
take turns” and the teacher was like ‘They don’t have to share’ they can choose
if they want to share their (inaudible) and that was like so surprising to me coz
I’m always like ‘Share, take turns” and it -1 mean preschool’s a different model
coz you’re not - it’s more like interaction.
Question: To what extent do you feel you can be the ideal teacher in your
classroom?
Amanda:
Um I think to some extent I can but again I think a lot of it’s going to be is how
far can I be the teacher that I want to be without like pissing off the other teacher
and like going against her beliefs and the way that she teaches. So it - it’ll be a
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combination of doing things that she does because that’s - you kind of have to
and trying to fit in my own ideals as much as I can.
Charlotte:
Um when I worked at a summer camp this past summer I’d never been a
counselor before and I came in in August so all the other counselors had already
been working all summer and a lot of the kids just came every week and so
they’d been doing the whole thing and I just came in in the middle of it. And
first couple of weeks I was with another counselor so I was like a co-counselor
and like I had - such like it was so much harder for me to fit that counselor’s
style - like understand like the way they were going to run the group and like
their discipline coz I was just coming into it. So I just had to follow and it was
so much harder for me to (pause) sort of under - to get really into the counseling
thing and so like, the first week I had my own kids I was just was able like to get
right into it and we did like everything that I like wanted to do pretty much I
could do it. Like ‘Oh I sort of thought this would be a good idea’ and like we
did it and I also had a great group of kids. Like they were just so much fun, and
they were just like a lot of fun. And so like it’s much easier for me and I
thought - I feel much more comfortable when I am the one in charge and like the
teacher that I have now has very, very progressive - very like he tries to have the
perfect constructivist classroom, and I don’t know how I’m completely completely at that level yet. And so some of the ways he deals with his -1 have
a problem with so I don’t think I’ll be able to be like the perfect teacher until
like I have my own classroom and I can do it the way I want to do it as opposed
to right now I have to try to fit his - still and fit like what he expects of me and
stuff. It’s hard right now.
Shawnna:
Yeah I have to agree with what you guys have been saying, it’s hard t be your
ideal teacher (pause) and not over-step the person you’re working with’s ideal
teacher (laughing) ideal teacher you know it’s kind of hard to have two ideal
teachers (laughing) I dunno but um I-I don’t know I’m going to give it a shot
and see what I can do and how far or how close I um come to being my ideal
teacher and my teacher’s very good about if I ask her she’ll let me do anything I
want. So may be I need to do more asking coz she’s very like, I dunno, she said
to me the very first day whatever I want to do just tell me I don’t really
(laughing) care. So I dunno may be I just need to ask.
Matilda:
I think I’m really lucky. My teacher’s just been like amazing. She’s really like
adapted to what I’m learning and what I wanna do. And she sat down with me
the other day and talked about my lesson plan for next week and like made
helpful suggestions but told me it was entirely in my hands. So I think her
flexibility is definitely you know like gonna help me progress throughout the
semester more than I ever really expected especially in a first teaching situation.
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So you - I’m not necessarily gonna be able to bring all my ideal teaching values
into the classroom this semester but I’m definitely going to try.
Sapphire: I can be loving
Margaret:
Um I think that my teacher and I are both on the same page and you know, we
get along really well, and I like how I kind of have my own group of kids that I
work with and the teacher doesn’t, she observes but she’s not like in my face
about it, or after she’ll just ask me how I thought it went. So I’m really I can be
like how I would be as a teacher or she lets me have my own say and my own
group of kids to work with so.

Clarissa:
Um yes I think I’m very fortunate to have a good teacher. She um she said to
me I can you know if I see something that’s going on wrong I can you know go
over and talk to the kids or whatever. And I do try to model how she handles
situations just so the kids are on the same page and not hearing one thing form
me and then the other (inaudible) hearing things from her. But I do agree with
most of her um rules of the classroom um we’re learning a new behavior
modification system in Hayfield so the whole school is learning a new way to
um (inaudible) help children to behave themselves so that should be interesting
that we’re learning it together. So um it’ll be nice that we’ll be able to work on
it together so. Yeah I think I have lea-way in the classroom (inaudible) I do try
to do what the teacher does even if I don’t agree with it one hundred percent
(inaudible).
Jo:
We don’t have time to go into depth about what is stopping us from becoming
our ideal teacher so just think about it next week while you’re in your
classroom. Also bring ideas of what you want to talk about too. How you want
to use this space because it is your space to find yourselves as teachers.
Closing: Say something you are looking forward to tomorrow.

GROUP 1 SUPPORT CIRCLE 2
For a warm up exercise I invited them to share a movie they have seen recently.

Amanda hadn’t seen a movie recently but she said that she likes a movie that is “happygo-lucky and the end is always like perfect.” Clarissa saw Cold Mountain and her
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favorite movie is The Patriot. Charlotte saw Ameli and she liked it because it was a
good love story. Shawnna always fall asleep during movies but she did manage to see
forty-five minutes of Shallow Hall. Sapphire saw Beautiful which she felt was a good
“Mom movie” and another favorite is Raising Helen which made her “tear-up a little.”
Margaret likes a “sappy love story” and Matilda who is a Red Sox fan saw the movie
Believe.

Round 1: How democratic are your classrooms? How much power is shared, how
much are they learning to obey rules without question, follow um be told what to
know? How much say do they have in what they learn and how they learn it?
Amanda:
Um in the classroom that I’m in right now, um, she’s an older teacher and I
think that um (pause) it’s only very recent it has like been talked about that the
students need to have a say, so I think she’s trying like (pause) not quite there
yet - um she definitely runs the classroom and I mean you (pause) speak out you
(pause) do something you’re not told I mean - she holds up her hand and if she
counts to five and you’re still talking or you have your hand up you need to go
fill out your behavior chart (pause) um and then after two or three times of
behavior chart you need to write a letter home to your parents which needs to be
signed and um (pause) coming in from recess and I mean even today she was
just like (shouting) ‘I’m going to take five minutes off recess because you guys
don’t know how to come in and sit down and be quiet!’ and you know like
they’re just ready to run! They can’t like be quiet like in two seconds um
(pause) and they’re doing an exploration assignment right now in the library and
every single thing they need to do is outlined. They can’t have their own say in
it. They didn’t even get to choose who they wanted to do their report about.
They don’t get to choose how they want to put it in the scrapbook. They don’t
get to choose (pause) anything. Like it, its all laid out for them and ‘You’re
going to follow these exactly and when you get your letter written you will show
me and I will decide if it’s correct and then you can move on to the next step.’
Um (pause) so I don’t think that the kids have -1 think that -I think that they’re
just being taught how to obey authority and they don’t (inaudible).
Clarissa:
Um in my classroom (pause) um (pause) there’s a lot of choice. It’s not all
choice but they made up the rules together they - at writing time they um

340

choose to write one of three things, their new, their writing folder or a story, or
as long as they’re writing - very seldom does she have them do a lesson - that’s
when she knows they need to work on lists or adjectives or something. But they
have a choice and they can write whatever they want urn (pause) when they do
their observation for science they can choose what they want to observe out of
their (inaudible). There’s probably like five or six - urn she (pause) it’s not like
all choice all day. She’s kind of getting strict with them on their behavior. They
use a card system um with a green to red. The last one you do like you fill in
(inaudible) you need to write a letter home. In between there’s like numbers and
you lose a recess in the middle. So she’s really focusing on that because they
are - they’re getting loud and they’re just not really listening. Um but, um, but
she’s kind of focused a couple of children rather than everyone. But she’s trying
different techniques. But they do have choice. They do - they talk about, you
know, like sharing like what do they want to share today and they have a talk
about how they’re going to do that and then (inaudible) If there’s a problem
she’ll address it you know at circle time. Kids are getting an idea of what to do
so I think -1 think my classroom is good except that (inaudible)
Charlotte:
Um my classroom, I think is actually pretty equal, like as far as like leadership
and like power goes, (inaudible) um (pause) he gives them a lot of choice. He
lets them like -they’ll have a block of time during the day and each group has
certain activities they can do, and as long as, like as long as everyone’s well
behaved and no fighting or yelling or anything then it’s fine, (cough) My kids
can also, um, it - there’s ever like a problem or some suggestion like they’ll talk
about it in meeting and everyone discusses it and like (inaudible) and I dunno
its’ part of the process I guess. Um they I really everyone seems, all the kids are
very excited to be there. When they come in the morning they’ll race to be first
there, and I dunno the kids seem really happy and I dunno I think it’s a really
good situation for them and much different I feel like -1 was like my schooling
was like that (Amanda’s classroom) and this is so much different and I can
imagine like I loved second grade and like this seems like it would be ten times
better than my second grade was so I dunno I think -1 think it’s really good and
I think the kids know that they can change things and make their own decisions,
and I think they respect it because he does take time away form recess and
things like that but they’re - but it’s very rarely and the kids um they know they
have a lot of power and they don’t abuse it at all...

Shawnna:
Um yeah I’d like to say mine’s pretty close to fifty/fifty or sixty/forty the
teachers, (laughter) And so, but um, um, they’re kindergarteners so they need
some structure, some expectations that they need to meet. Um and (pause) so
my teacher has, you know, opportunities to make their own choices and
activities. Um and when they struggle with behavioral issues, um, it’s up to
them to take the first step. Um, they have to use their words and talk to the
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person who hurt them or disrespected them (inaudible) and try to talk it out on
their own and then they can come to us for the next step. But we’re not
supposed to - we’re still supposed to have the two students (inaudible) solve the
problem.
And then there’s the problem with the whole class we sit down as a class and
talk about it so urn I think it is reasonably democratic but um may be not the
ideal situation but it’s hard with kids that are that little to do that perfectly.
Margaret:
Um my classroom is second grade and in the morning they have choice time
where they are supposed to come in and do work that they need to do or they
like play a board game or read a book but they always forget the work and end
up just playing, or like wrestling, or being crazy, or forgetting to eat breakfast
until like morning meeting and like ‘Oh I forgot to go to the cafeteria.’ So I
think it’s a little out of control and um they definitely need some structure when
it comes to like share it’s like the same group of kids has it every like
Wednesday, or whatever. The same group of kids have it every day of the week
so it’s (inaudible). The rules er look they were from a million years ago written
on the like (inaudible). I don’t think they could have done the rules um. When
it comes to like discipline and stuff like, they are like the biggest tattle-tales, like
they, they tell each other like ‘(inaudible) said that to so and so’ and the teacher
has them try to work out that. I dunno I think that the teacher definitely has
more power in the classroom and I think when they’re given choice they tend to
be like overwhelmed and they fool around like not get what done that needs to
be done. Then if there’s too many choices so I think there definitely needs to be
like someone to tell them this is what to do coz you actually need to do it.
Matilda:
Um in my second grade classroom my students have like so much say in like
every matter it’s amazing. They um for like example for share time they were
having problems because like - it was like it was awful, like every kid wanted to
share every day and everyone had to do it -it was like it turned into like hours of
sharing. So um she sat them all down and she said like ‘Now (inaudible) we can
help you solve this.’ So she got suggestions from all of them and they all agreed
on together that they would go alphabetically like Mondays all the As, Bs, and
Cs - like first name alphabetically and then someone brought up the idea ‘well
what if someone on their day doesn’t have sharing can another person go to have
it?’ But it was decided that whoever’s running morning meeting can decide if
they can have it and they can announce - that person doesn’t get questions and
comments coz it’s not their day. And it’s awesome because they’re just like all
in it together. I think that like I don’t really know when the turning point was. I
can’t really pin-point it from when the teacher was dictating to the entire class
because some still do and so like kids are having a say in the matter because I
think that -1 mean R’s been teaching for several years but I don’t know if she’s
always been that way or if (inaudible). It’s awesome the have so much say they
really do.
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Question: So I thought what we’d do next is just share you know what’s come up
the last couple of weeks and what you want to use this space for tonight.

Sapphire:
Um I have two problems. One is my teacher still wants me there at eight
o’clock and she’s not there at eight o’clock. This is going to me the fourth day
that I’m there at least five minutes before her. And I think I understand where she probably doesn’t know me that well and may be -1 just take the chairs down
like this, and you know, and you know so slow paced. Eight o’clock , just do it but I whip ‘em down and I’m done by like in three minutes tops and I just don’t
know. I think I’m going to do it for a couple more weeks and then may be talk
to her and say ‘Listen, you know, past couple of days, er weeks, I’ve been
coming in early every time and that’s just hard I-1 don’t mind coming early if
we’re going to talk about things and about the day and things I should know
about but I feel frustrated getting there and the lights are off and I turn on the
light and that’s the only thing I do is put the chairs down.’ So I’m a little you
know as I said at least I have the evidence that I’m getting there early like she
tells me to and doing what she wanted me and saying well, you know, I get
everything done by the time she got in there and so I’m having a little problem
with that because school staff isn’t even supposed to be there until a quarter
after. I don’t know about teachers - quarter after. And I’m there at eight. She
told me to be there at eight but then again that’s probably something I should
solve with my facilitator.
My other problem is behavior - behavior is just out of control. It’s - I’m the one
going ‘Mrs. (teacher’s name) they’re not listening to me.’ You know I feel
because I don’t have the power they just run off. And there’s actually one time
when there was this one little boy who did not wash his hands. I was standing
there because I had bathroom duty so I stand there and watch everybody you
know um wash their hands, make sure they get back to class and this boy did not
wash his hands. So he runs into the room and I said ‘Well you know Billy (not
real name) you know Billy you have to go um wash his um wash your hands.”
Um and er another teacher who was in the room said ‘Oh he already did!’ and I
said ‘I was out there and I.’ ‘Oh no, no I did ...’ He was the first one out I
saw him and he did go and I’m thinking ‘I know he didn’t go and here he is
thinking now he can get away with it.’ So he just went around and went along
and he even today he didn’t do it and I said ‘You know what.. I-I feel like
giving up because it is not my classroom. I’ve jumped in. I’m only there two
days a week and it’s frustrating because they only know me as ‘Oh well
Sapphire’s here to come and you know um help out, help out and not reinforce
things’ and I just think some of these behaviors [are] out of control because also
she would say ‘Am I happy right now? Do I look happy?’ just like that and I
don’t know what to say but the kids know. They say like ‘No you don’t look
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happy’ or something like that but I can’t tell whether she’s angry or happy with
the kids. I can’t and I’m an adult but they I guess kind of get a feeling of it but
(inaudible) behavior (inaudible). things they should know already. You know
this is October and they should know but then I guess it’s a learning experience
where I know what I’m going to do in my classroom and I don’t know, I know
things I’m not going to do. But you live and learn, I guess I can’t just control
everything. So it’s kind of (pause) ‘Okay I know I won’t do that’ or ‘That’s
really cool I like what the teachers did there.’ She does have a lot of good great ideas.... yeah all the other kindergarteners don’t have that like in the
other kindergarten classes I see them file in there quiet - they wash their hands,
they walk back to class, I’m thinking ‘how come I have to be out there doing
bathroom duty ... It just doesn’t seem ...”
Amanda:
Are you seen as an authority from the teachers point of view? Like are you like
her like her co-teacher or does she just think of you as a helper? Because if
she’s like looking at you like as ‘Oh Sapphire will be in tomorrow to help us out
with this. And she’s our friend not someone of authority’ Then that might be
where the kids are getting it from and that might be something you might want
to talk with her and just be like I mean I know if my fifth graders call me by my
first name I’d be much more of a friend to them and like.
Sapphire:
That’s exactly what she does.
Amanda:
Coz I tutor in a first grade class on Mondays and Wednesdays and I’m like I am
their friend like they call me Amanda like, and I, but I’m not there to enforce
things I’m there to help kids that need help and really just get like another
experience in the classroom. But like Westwood Thursdays and Fridays I’m
Miss M., like they come in the door and they say Hi to me when they leave they
need to acknowledge that they’re leaving me the same way that they do the
teacher um like ‘Miss M., like Miss. M.’s teaching her lesson’ like I -1 don’t
know if that might be just something you want to bring up with her because if
she’s looking down then like the kids are just gonna say well she’s just one of us
like not that you’re one of them but you’re looked at like on that level..
Sapphire:
That’s a really good point because - because she does refer to me ‘Oh Sapphire
can help you do that but also the other helpers in the room are um - who are you
know para - um yeah they are you know.
Amanda:
Para-professionals
Sapphire:
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Linda and Sally, also it’s not it’s not like - but with me going into the field that I
am in training - but yeah I kind of wish like when I was substituting all last
winter I was Miss G. That was my name - people know me “Oh Sapphire! ’ ‘Oh
Oh call me Miss G. for today.’ you know something like that. But that might be
something I might have to take up because it just seems like I’m just fighting
with the teacher sometimes I tell a little girl “Wait, wait wait till it’s over’ she’ll
go to the other teacher and the other teacher would let them go so
Amanda:
I think may be that’s something that needs to be discussed amongst the teachers
just like - well when I’m here on Thursdays and Fridays I need to have as much
say as you do in this whole situation because Tm not getting the experience that
I want to get out of this. I’m not getting learning experience for feeling like a
teacher, or for given this power to like conduct the students in a certain manner,
and if I’m not receiving it from the adults in the classroom how can I ever
expect these kids, who are just going to follow what the adults do.
Sapphire:
Right it’s just ‘Oh well I asked Sapphire, Sapphire said ‘no’ I’m going to ask
someone else’ And that’s what they do without checking with me if I - and
that’s what I would do say ‘Well did someone say something else’ or ‘did you
talk to the teacher before you asked me?’ Kids have a way of turning again
(inaudible) try the other one (inaudible). It’s frustrating
Shawnna:
My kindergarteners in my class do the same thing. They play the game very
well and there’s three of us in the class so the name thing definitely helps for
sure. And then what the three of us try and do is, one kid comes to us the first
thing we do is to look up to the other two teachers and be like ‘Okay’ and just
even like making eye contact with them ‘Has she come over to you already?’
there’s one little girl who she’s so good (laughs) and to go to the nurses office um yeah, so even if you can come up with a cue or something like that with your
teacher. ‘Have you talked to her yet?’ (laughs) ‘Coz this one...?’ (laughs).
Matilda:
On my first day I um for silent reading I was -they were at their own desks for
silent reading so this one girl she was sitting over on - they have a couch in that
classroom and she was sitting like over near the circle area on the couch and um
my cooperating teacher left me in the room so I just like, this was my first day
and I didn’t know that they weren’t allowed to sit where they want. So when
she came back in she said ‘Why aren’t you at your seat?’ So I was like ‘Well I
didn’t know’ and she was like she said to me she said if you ever give them
permission to do anything and I’m not aware of it she said just tell me just so
that I - she said -1 will never - like she’s so, so great. She’s like ‘I’m never
going to put you in the position where I’m giving them - like we’re giving them
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mixed messages’ Like she says you can, and she says you can’t. She’s like just
let me know so that there’s always like understanding.
Sapphire:
It’s a good idea to get everyone together when I’m there at eight o’clock right?
Something to talk about now. (laughter) Yeah, I’ll do that actually tomorrow and
just see if we can do the check in thing. I think that would - coz I would like to
think that I’m on the same level. Not experience wise obviously but the same
say where you know what I say also coz I’m hoping that they would trust me in
judging behaviors or when I say ‘Please don’t do that!’ the kids will listen to me
instead of thinking that ‘Oh she’s just our friend we don’t (pause)’ I’d like to try
to be on the same level.
Shawnna:
It’s really amazing what that name thing does. Just having that (inaudible) in
front of your name (inaudible) Timmy comes into our classrooms from the
hockey team, and when he comes in they call him Timmy. So like when he
walks in the door there’s their pal Timmy who’s here and they treat him like
he’s almost the same age as them. But like it would be interesting to have him
put the Mr. in front of his name and how they would treat him, you know,
because he’s always been Timmy to them. So he’s the guy who plays on the
swings with us and you know and its really amazing what just how a little
citation will do in a classroom.

Matilda:
I think that all teachers are called by their first name then its not (inaudible) then
I think it’s easier for kids to differentiate when (inaudible) because then you’re
on their level as opposed to just ...
Margaret:
I think I had like a similar experience (inaudible) I’ll tell them one thing and
then I’m always saying the wrong thing so it’s really hard for me to feel in
control and that’s one of the things and I just feel like it’s such a challenge
because they’ll they’re not doing that because it’s just me and they don’t really
have to like listen. Their teacher like has all the power and undermines
everything I say. I dunno.
I have another question or whatever, I dunno, do you guys feel comfortable like
talking to your teacher? Like when do you usually talk to your teachers about
certain things we have to do for our classes, like lesson plans or whatever?
because I just feel like never time, or it’s never the right time, or there’s always
meetings after school, so I think I’m just like frustrated, I dunno, any
suggestions or am I the only one? (laughs).
Matilda:
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I try to like once a week to meet during specials - usually my teacher helps
(inaudible). Yeah but like I also have an informal observation due (inaudible) in
a couple of weeks or something so then I’ll just like bring questions to my
resource person but it’s just like I’m trying to make a point that get everything
out of the way.
Margaret:
I just feel like I’m bothering her or something I dunno I mean she’s always had
like students in her class so it shouldn’t be awkward and weird but for me it
feels like, I dunno, like she just doesn’t want to be bothered by me asking
questions, or like what kind of lesson plan can I do next week? I dunno but...
Amanda:
I’m at the same point right now just because they have to do parent conferences
right now. They like just signed off and she just like ‘Oh we’ve got another
(inaudible) and I’m just like ‘Oh and by the way next week I got to - we need to
do another conference and um but like just like Matilda said if you can just find
time and just be like, either just before school, or just after school, or at lunch
and I mean like honestly just write out a list because I mean my teacher is so
like off in space. I’m like trying to get the camera, trying to figure out this and
she’s like ‘Oh my god! They need the videotape and I have a list saying like I’m
videotaping so I need to know what lesson you’d like me to do and um what
time and - and it - just make it so that you are as accommodating as you
possibly can be ‘I know what I’m supposed to be doing this in the near future,
what in the next two to two and a half weeks works best for you?’ And if you
give them that time frame because we don’t need to stick exactly like week for
week if you give them like the time frame I think they’ll, she’d realize or he’d
realize that like you’re trying to accommodate them and like what needs to be
done, they’ve gotten the letter about it so -but if you have a list and you’re just
like ‘Okay my lesson plan, my videotape, um, my three way meeting (inaudible)
and then that way she has this thing like she’s going to be looking at just being
like ‘okay, I know she’s ....’
Margaret:
Okay It’s really like it shouldn’t be a surprise(inaudible)
Amanda:
And its hard to do lessons too when you’re not there for Monday, Tuesday,
Wednesday and you need to have it in to your resource person forty eight hours
in advance. And they don’t even know what they’re going to be teaching in
forty-eight hours and I find myself going into school on like Tuesdays or
Wednesdays and then she’s like ‘Oh my God I’ve gotta have another meeting
with you on Tuesday or Wednesday like I have parent conferences like may be
we’ll be here just try to come up with something for this and it’s -that becomes a
challenge
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Following this there is a conversation among the members of the group about the
assignments they have due and their anxieties over trying to complete them in the
classrooms they are in. The conversation then moves into the papers that are due for the
practicum. They are confused about what paperwork is due. So we clarify what is due
for whom and then this rapidly moves into their anxieties about the program itself.

Amanda:
You know this TEP thing, and I’m not sure if it’s because it says TEP on it or
not. But like there are things that I mean we went over it just two weeks ago,
and I mean I was like Uh! Clarissa!’ (inaudible) and all this other stuff, and
what our four journal entries are due, and if they’re graded and we talked a little
bit about it at home. It’s very loose and like, you know you have to go to your
classroom two days a week, you know you’ve got to do your three lessons and
then besides that like ‘Good luck to you and at the end of the year you’re going
to get this grade’ or whatever but we’re not even sure what is consistent like.
Clarissa:
It’s been so unclear from the beginning and I feel like when we first had our
meeting on that Friday and Saturday we’d got the packet of information after
that there was no touching base about anything and I think (inaudible) we wish
Laura’s class would be half reading and writing and half (inaudible) classroom
like what we’re doing here is so helpful and just like okay you know we should
have like one or two journals (inaudible) and I know that’s what your resource
person’s for but I’m not getting that much out of my resource person. I’m
getting the check-in and you know I look on it - you know I have to contact her
and I know there’s a lot of independent work which is fine, but it’s just I don’t
know, I just feel like you know we’re in the classroom but we never talk about
it except for here.
Matilda:
I feel that first initial first weekend we came in everything was just like, we’ve
been given this packet, and it’s like ‘Here read this over and if you have any
questions we’ll talk about it tomorrow’ and it was never talked about next day
and it hasn’t been talked about since and that’s when I started to read over it
again and it’s like ‘Clarissa! Like we’re turning in all this stuff and we need
pictures, we need our videotape!’ And I know for myself my kids are not
allowed to be videotaped, so I - my teacher is just like well we’re not going to
announce it. I’m just going to stand in the back of the class you watch it get your
little reflection during lunch and um specialists and then I’m going to take the
tape and I’m going to tape over it with something else. And so that way no one
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can see the tape because some of the kids can’t be taped. But it hasn’t been
touched upon at all.
Clarissa:
I think the subject area we’re covering is helpful and whatnot but I do think that
if they took time to just go over it or something. I know they reflect on it in
some of our classes but in Dave’s class we talk about it and in Laura’s class we
see some examples and stuff but I feel like more of the structure or in - maybe I
dunno, I mean I’m an independent person but I just don’t know what’s expected
of me or what, when or I don’t really ..
Matilda:
I know the TEP application deadline is January fifteenth does anyone know
when we’re supposed to start applying? or ...
Shawnna:
I called Dave this week and I was like ‘I need to talk to him coz I need to know
what’s going on.’ So he said talk to his secretary and schedule an appointment
to like go over this program and applying to other programs.
Matilda:
Yeah coz most other programs other schools insist you take the GRE’s first.
Sapphire:
That’s a good question about applying because I don’t know either (inaudible)
That and then maybe like and an hour in Laura’s class. Just like an hour. An
hour would I think clear up all questions about what you’ve been saying about
okay you - what you need is the checklist going through it yeah, just going over
it. I mean that takes about half a class or something and that’s when - Dave’s
class one time because I think it’s in the back of our heads I mean you just
(inaudible) you think “Oh man! I have to get going on that too. I mean it’s
October! I’m getting a little nervous (laughter) sorry! (laughing)
Margaret:
It’s definitely a communication thing because I had had no idea, like I was so
confused about all the lesson plans like on that sheet (inaudible) They had to do
with Daves’ class like, who would have thought like that would be for that like
maybe like for Dave’s class? You just like 4Oh here’s how you do a lesson plan
- done! (inaudible) and then like in Laura’s class I think she does the same
thing. I think she just like oop she forgot about all of us, and I think that class is
just so busy with like so many other people and other aspects and everything
that like our close group has just gotten lost in the shuffle.
Amanda:
Yes and I think its very difficult when we talk about (inaudible) every single day
and we are so (hyperventilating) I am so (inaudible) In the Spring I was told that
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- take the prepracticum you had to take (inaudible) No ifs ands or huts, no way
are you going to get a prepracticum without taking Laura and Dave’s class. No
way are you can you take 460 without taking the other two, like no way around
it, and we come home every single day just going (scream) why, why aren’t....
and then not to find out until September tenth that we should take Teresa’s class
also I-1-1 just feel like there’s very little communication and like it - how come
all of us were told that we need to take all three but then there are people in
Laura’s class that aren’t in any classes and they are in the prepracticum?
Margaret:
Sitting down with all of you guys we’d get so much more out of it than all those
other people who are bringing in like complete random ideas (laughs).
Amanda:
It’s very different when you throw like ten other people into the situation when I
don’t know if there’s like sixteen or eighteen of us but like - coz it all started
like that first day of circle meeting and - and those other people like that you can
relate to but then we get thrown into groups of people aren’t even in it - don’t
even care about it and like leave early every week or like 1-1 don’t know, I just
find it very frustrating. We were supposed to be all up together and we’re not.
Charlotte:
And what also bothers me when I made my schedule last Spring, I was so
excited because I just figured that like somehow I could get away without doing
my like my prepracticum this semester (inaudible) It’s -1 had the best schedule
ever. I had like no Monday classes or Friday classes then Dave calls me and I
can only take one class for my major and I couldn’t fit in anything else, and then
I come here and find there’s people doing an independent study (shrieking from
the group) and I’m like doing two whole days and they’re doing half a day on
Wednesday.
Everybody then is talking at once. They are all outraged and it is impossible to hear
what anyone is saying on the tape.

Amanda:
Well this is where it gets funny because I’ve been told that TEP accepts four
different types of people and now the eighteen of us are all the same type of
person. I kind of feel like, well, we followed the exact same plan of what we’re
supposed to do. Then they take a group of people that are older, that they don’t
want to work in their jobs any more, and they’ve decided they want to be
teachers (inaudible), and THEN you get people who are undergraduates and
have no education experience and they want to be teachers. So and then you
have to have non-Public University people and so if you are a non-Public
University person with a good GPA from your major, you have no education
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classes you have just as much chance of getting in as you do as us who are like
KILLING ourselves this semester, absolutely going insane for all of this
education stuff and you’re really like a complete equal with someone who
doesn’t have anything (Professor’s name) explained this to us. That’s just so
frustrating because we’re told this is the TEP plan.
Charlotte:
I just had a meeting with Evan like two weeks ago and he scared me that I’m
never going to get into TEP. He’s like kind of said well it’s very competitive
and like he just made me feel like that (inaudible) Like he’s making me feel that
I’m just not going to get in .

Amanda:
And they’ve always said follow the TEP plan and (inaudible) ‘You need to take
114, 113, or wait they’re not even part of it don’t worry about that.’ Like you
just wasted your time in those classes. ‘Right now you definitely need to be
taking those three classes because they go together’ (shouting) and then ‘Hey!
Let’s throw in science because we want you to take that also and you, you, you
might not get in (laughs).’

The next few interchanges they are discussing the interchangeability of all the classes
and feeling that they have already covered the material so many times.

Matilda:
I think we all thought after the circle meetings I think we were going to be
together
Amanda:
And we were completely comfortable with that because we had been with each
other for three days. But at the same time everyone was all on the same page,
all on the same level like excited to go into this experience not knowing
necessarily what to expect like that would be okay because you have seventeen
other people going through it with you and going through it every single step of
the way but in Maria’s class there are people that are
Matilda:
There’s a good ten people in there
Amanda:
Yeah
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Margaret:
And I feel like the class is around them (inaudible) definitely a facilitator on
hose kids the rest of us are just kind of in there for two hours.I feel like if
it was just us it would be more of a discussion based class and I think that it
would be way more beneficial to us
Everyone is talking at the same time again and the tape is not picking up what the are
saying

Sapphire:
I want to discuss more
Amanda:
Talk about our prepracticum. Talk about what’s bothering us talk about I mean
when we had the problem last time - was like hold her hand or give her
something and like I mean she comes in and ‘Oh my gosh they’re ... and I’m
like ‘Don’t worry honey’ like - like and I think its beneficial to hear what are
people are going through and to like relate to that, to give feedback, to help them
through it and we’re not getting that like we’re not. Yes like if we didn’t take
this I mean we’d just be sitting there “oh!’ crying .. (laughing)

Sapphire:
That’s what scares me too like four years and you make us take all these classes
and ‘You might not get in’ and ‘What do you mean I busted my.. you know
my life here

Amanda:
When we came it was said it was a five year program. You’re going to graduate
with your master’s degree. I was so excited like five years at Public University
and then ‘Oh well no, no, no’ they changed the program so didn’t apply your
junior year so - so right now we would be completely set like we would be in the
group with only TEP people but because they changed it like in an instant on us
(inaudible) and now it’s like ‘Oh well you can still get in in ten months but you
might not be accepted and we advise you to apply elsewhere don’t apply to one
place.
There followed a discussion about the unfairness of the admissions process for TEP and
different strategies and options for continuing in the teaching profession. Some were
talking about teaching before grad school. Some were talking about teaching in places
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where teachers were in big demand. Some were talking about going to grad school in
the place that you really want to work. They aired their concerns for about forty
minutes and this meant that the questions that I had planned to pose were not addressed
in this circle. However as the primary purpose of the circle was to support the students
through this experience I felt it was appropriate for them to use this space for what ever
they needed and they did appreciate the space to share their concerns and their resources
for how to cope with this very stress-inducing situation. I felt that until they had done
this they couldn’t really reflect on their teaching identities. Just before out time ran out
I checked in with them to see if this was what they needed and they were very
appreciative of being given this space. Then I reminded them of the time and that we
should do a closing so that we could end on a ‘high note’.

Closing: Name a time that you did something that nobody thought that you could or
should do but you did it anyway and you were successful how did you feel?

Circle Four
For the last circle with this group I wanted to find out what was concerning them
in their teaching and what sense they were making out of these concerns. I also wanted
*

this space to be a place where they could learn from each other and realize that there are
many different perspectives and ways of solving the problems of education.
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We were meeting once again in my house and I provided them with a cooked
meal so they came a little early so they could eat and relax a little before the meeting.
To check in I invited them to share how things were going for them in their classrooms.
Amanda shared how she had been out of the classroom for two weeks because of
Thanksgiving and then she was working in another classroom for her IDD day so she
was worried about re-integrating back into her classroom when she had only just began
to feel a part of it before Thanksgiving. She was given a very affectionate welcome
back into her classroom and she was beginning to feel the imminent loss when the end
of the semester comes. She is also overwhelmed with the amount of work that is due in
these last few days of the semester and also that she had just found out that a good
friend of hers had just fund a lump in her breast so she was worried about that tonight.

Shawnna:
Her boyfriend who is Jewish went out and got her a Christmas tree and he wants to
decorate it with her tonight even though it’s Hanukah! And she needs to work on her
thesis.

Margaret:
Things were going really well and she’s glad the semester’s over. She’s not feeling
overwhelmed with coursework.

Round 1: Ask a question, answer it and then have everyone else answer that
question.
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Why is it that White middleclass students are so much more successful in
education than working class students, students of color, African American,
Native American, Hispanic students?
Two things that come to my mind are I think is, well one of the things is that it’s
the stories that we have um, that they have already been created even by the time
they are seven years old their stories have become their M.O., their way of being
and if they are ‘raced, if they have created a story around their ‘race’ they
already have inter- they are beginning to internalize the beliefs that their parents
have- stories they’ve heard, the way they interpret the behaviors of white
children and I think that’s part of it and I think another thing I think is that um
the way that predominantly white teachers interact with um working class kids
and children of color. That there’s always a pull to call on the kids who answer
quickest and that’s a very difficult habit to break and the amount of eye contact
you make. It’s so much easier, quicker, more rewarding to make eye contact
with people who are like yourself that are - you know are going to give you the
answers that you want um and I think that’s a big part of it.

I shared an amusing story about an experiment I did while teaching my child
development class to see if eye-contact influenced student participation and twenty
minutes into the experiment the members of the football team who up until that point
were the main participants were not only disengaged they were unconscious.
So I think that’s a big part of it, the eye-contact you make, and it’s just easier to
interact with people like you, that have the same values and beliefs and give the
answers that you want coz we get challenged by answers that aren’t, are not
what you want .. it’s more work isn’t it (laughs). So that’s my answer for that
question.
Sapphire:
Well that rang a bell for me um and I’m walking on eggshells because I don’t
want to generalize (pause) but I just have a best friend who came from a lower
class, her parents did not (pause) I believe they graduated high school but they
did not go on to college or anything so they have jobs um that pay very low.
She has um two siblings and I just felt (pause) She used to come over to my
house, she was very bright but she didn’t get the motivation from her family. I
mean they didn’t go to college, I mean this is from her experience, what I’ve
interpreted but I think that they didn’t go to college her sister, her younger sister,
she did graduate high school but her sister actually dropped out of high school
and my friend didn’t go on to college so I think sometimes it’s lack of
motivation, lack of support at home. But then it could be the opposite where
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you don’t have the support where so well ‘My mom says I can’t do it but I’m
going to go over there and do my best but I think that may be lack of
expectations that the expectations are not there that the teachers are just well
‘Okay well you just do what you can’ You know instead of like ‘I expect you to
be like every other student this is what we are all doing and this is how its going
to be then the expectations are up there and they have to meet those expectations
or try so I think lack of motivation and support from ...
Charlotte:
I don’t’ want to generalize or like offend anyone or like (inaudible) I think
another part along with the family thing is maybe a lack of like role models
especially in different races or um like in a school all the teachers are women or
white or just like even like the boys in the class they don’t have someone to look
up to and say ‘Oh look at her I want to be . ‘ Like all the girls they see their
teacher and they want to be a teacher too or something like the boys or like
certain students can’t relate to just who’s around them and who’s in a position of
power I dunno I think its going to make them, It’s going to be that much harder
to get them to want to work hard and do well in school and then you can be like
this person or something. Especially in like a lot of times in the classroom they
don’t have books of all different (inaudible) they’re all like Einstein and like
white males and I think that might be another factor.
Margaret:
Um I agree with what everyone’s been saying especially that I think that
teachers often have prejudgments and I definitely agree that most teachers
because they’re white and they can look out and see students in the class that
match them they can make connections and whatever they tend to call on them
and to like not so much put down the other kids but like maybe look at them
differently. I mean in my class like you can just tell like some of the kids just
don’t feel like they’re in the right place. So I think that is definitely going to
lower your motivation, you don’t feel really, like, as much as she tries to like
build community and whatever I personally don’t see that going on, even like
with peers and everything coz like there’s this one little black boy and yeah he
does cause a lot of trouble but just as much trouble as the other kids in the class
but he’s always the one that gets blamed. You always - his name comes out and
Idunno.
Clarissa:
Um I agree and I also think that sometimes, not always but sometimes, lack of
resources at home um. I know in my classroom the students they do um
Around-the-world and different flashcard games and she has encouraged since
the beginning of the year for them to get flash cards and, you know, their parents
to get flash cards and practice at home. And my school, I want to say, oh,
twenty students of minority, twenty five in the whole school, and in my class
there’s one African American boy and he is a little bit, well, he is below level in
his academics but he doesn’t do his homework, he - we send home and I mean
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its hard because he tells us all these stories about his homework that just don’t
seem to be very true and it’s like hard for us to know what is true and what
(inaudible). Finally today he said (inaudible) went to Walmart and got
flashcards but we didn’t know if he really got them or not coz he’s told this story
of - to just be like the other kids and we know his home isn’t very sturdy, he
doesn’t have a very good home and but he’s the sweetest kid, and he’s so bright
he really is. If you sit and work with him- he I mean he got fourteen right on his
math and we were so proud of him and he was so proud of himself he was
walking around with a huge smile on his face and he is really smart. He just you
need to s it there and work with him and really needs to be reinforced outside of
the school and I don’t think it is and all these other students are saying like
they’ve practiced at home with their flash cards and they have (inaudible) and
they do it at home with their Mom and their Dad (inaudible) and it’s not always
the case all the time but (inaudible)sometimes it’s the case either parents are
tired from working or (inaudible).
Amanda:
Yeah, I completely agree with what everyone’s saying so far um about teacher
expectations and I think teaching that teachers (inaudible) all the students will
do is enough to get by and they won’t be encouraged as much and they won’t be
um (pause) I mean even if they get it right they won’t get excited, it won’t even
matter to them because they are not getting the reinforcement from the teachers
and home like. I also think that the media plays a role like what we see on TV
or magazines all these little boys watching sports like (pause) the sports figures
in the majority of sports are African American males and they just look up to
them like ‘Wow!’ I mean they’re not the President of the United States and
they’re not a high up person like but I can play basket ball or I can football and
so that’s where they’ll channel all their energy and um I think it’s just a lot of
the stereotypical roles that people fall into and feel like you know that they can
get out of it but they also like Clarissa was saying might not have the resources
to get out of it or someone behind them I mean I’m sure we all have people
pushing us along the way but if they don’t have the people to push them and to
give them the right things they ...
Shawnna:
I feel like school systems are (cough) often geared towards the way of like and
the values of white Middle class society so the kids that gonna be successful are
the kids that fit that kind of mold, anyone who doesn’t gets left in the dust. And
there’s, um, I find too that you know like someone was saying about literature in
the classroom, just the way a lot of teachers conduct themselves are not
honoring the cultures and the way of life of other students so if you’re not fitting
the mold and you’re not - you don’t see anyone else like you when you’re in the
classroom or anything that you recognize as part of your culture then you’ll feel
alienated and when you feel alienated then how can you achieve? You can’t so
um I think a lot of time in a lot of school systems they sort of set kids up for that
sort of alienation.
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Margaret:
I think that part of the reason that that particular student in the class I’m in gets
into so much trouble is definitely like for attention and it goes along with not
having it at home so that’s his way of like finding his - maybe that could be a lot
of the reason why...
Shawnna:
There’s a child in my classroom who does that, he loves flip-flops between his
grandmother and his Mom and his Dad. His Mom and his Dad are divorced and
Mom has a step has a girlfriend like he might - may be become his step mother
so it’s tremendously difficult for him and a lot of the times he acts up to get
attention because we are positive he doesn’t get enough attention especially
from his father so ..
Charlotte:
Like I’m not trying to contradict or anything but there’s something going on like
this is the first semester that it has ever, ever, ever crossed my mind that ‘What
if I can’t graduate? What if I can’t like it’s my last year, my very last year and
I’m actually thinking like may be I should just drop out and I have never even -1
just figured I could always do it and now I’m thinking ‘What if I can’t do it?’
like I mean this semester’s been so hard and I have one more left and that one’s
like what if that one’s even worse like what if I can’t do it? Like I’ve actually
like thought about it and it’s just.this is the first time it’s been at this
level of difficulty and what if I can’t do it.
Sapphire:
Going along with the whole thing about acting out and then getting attention urn
that happened today actually after my IDD day. And it was three o’clock and
this boy just threw a tantrum and I’ve learned actually from this going back¬
packing this summer, kids don’t act out just to act out there’s something behind
going on, they can’t use their words and say ‘Hey, you know, My Mom’s not
giving me attention, help me!’ you know they can’t do that especially with the
kids that I’m with the kindergarten class so they can’t do that. This summer this
boy acted out and everybody said he was just you know just a trouble maker bla
bla bla and he was actually sexually abused and nobody knew about it until one
day he just blurted out so I-I from that moment I always think ‘hey’ you know
‘something’s going on with these kids if they’re acting out if they don’t want to
share their markers if they draw attention, we need to get to the bottom of this.’
So my question is ‘Okay (sigh) do a time out go ahead go to the comer,’
whatever but is there other ways that we can um (pause) give children
consequences? Now what I’ve been trying to do is maybe taking things away,
like this boy actually threw a basket ball today at one of the teacher’s faces and
it hit her in the face. And so now he doesn’t take his ball home, his basket ball
or his football that he really likes - so there it’s two things that he really likes is
taken away - that’s a consequence.
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I’m wondering is there anything else besides time-outs and taking things away in a
classroom to try to promote good behavior?’

Charlotte:
Um Mr. S. has um, actually today there’s one boy in the classroom - just like (
inaudible) he just like his English has gotten much better since the
semester, but um, he just - like he gets very frustrated like in interactions with
other kids like social interactions. And a lot of the times something happens someone will do something to like push him or like take something that he was
using or something and he just gets frustrated and he can’t voice his opinion. He
can’t voice what happened so he just gets really frustrated and throws a tantrum
or something like that. And so today in class, Mr. S. has been working with his
translators and they come up with a like a bunch of phrases that they re going to
work with - like work with him so that he can learn to say like ‘I’m sorry it was
an accident’ like, like things like ‘You hurt my feelings - I’m using this now but
you can use this in a few minutes.’ So we like type them all up and we use we
put them on the classroom walls and this is sort of difficult to understand,
(laughs) Mr. S actually has these puppets and did this puppet show and the kids
were so into it. It was just so funny like he did a puppet show and bla bla these
kids got in a fight - which phrase from there would they use? And he -he had
them act it out. And he’s really big on conferences like if someone has um like
um talking it out and so he’s very - like the kids are getting better at vocalizing
what the problem is like ‘You did this because ... you hurt my feelings because
-1 want you to say you’re sorry - help me rebuild this tower you knocked
down.’ Or something and so the kids vocalize things and I think it helps improve
like whenever there’s a tantrum the kids just are if someone has a problem and
they get really upset the kids just automatically have a conference about it and
talk it out. Like I think that’s really good practice and for just like in the real
world. But it also helps when, um, like on our IDD, like this kid had a tantrum
and um just like I took him out of the room, and just like, he’s had so much
practice talking with other kids and stuff he can talk about like ‘Well I just like I
got really upset in there because ..’ and then he ended up saying how he feels
that no-one really listens to him and everyone makes fun of him because he has
an accent. And so - and like it helps like I dunno I just think communicate like
communication just like helps. They can help listen to them and if you give
them all practice like the whole class is just so big on like share, like sharing
feelings and it’s a very good setting.
Margaret:
I have to say to just reward them for their good behaviors and just maybe set up
um a program like um a reward system or something (inaudible) Sometimes it’s
just really out of your hands you know. Sometimes in my class they like I
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definitely can’t make that connection with or they’ll - it’s going to take them
like more than just me talking about it to change their attitude.
Clarissa:
Well you could use a card system (inaudible) It starts in kindergarten and goes
all the way through sixth grade. And urn I think it started off towards urn
behavior issues and autistic children or something. Um green and red
(inaudible) and you (inaudible) have to turn a card and you know eventually you
have to miss a recess and (inaudible) and we’re working on, you know, we ask
them to um a card - they’re second graders - and they take the (inaudible) such
as not listening or touching someone else. That might be difficult with
kindergarteners I don’t know , I don’t know if,
Shawnna:
We use the card system too, um we don’t have - we tell them to flip a card when
they are not behaving but um there’s no way - they don’t have to write down
why they’re flipping it but we make sure that they know why. And then there
are consequences if they get to blue card they get a letter home to their parents
and the red card is the fourth and then they go to the Principal’s office.
Clarissa:
And I know I heard about it a couple of years ago, my cousin uses it back home
(inaudible) I dunno may be after they’ve calmed down you may be see if they
wanna draw with you and see if maybe you can get into why, what’s stemming
(inaudible) their anger or their, you know, what happened, you know,like you
know, they’re going to be upset and its going to take time (inaudible) you can
draw with them. And may be communicating may be hard for them to express
in words -1 mean (inaudible) ‘what happened last weekend?’ (inaudible) ‘what
happened last night?’ and draw with them and may be you’ll come up with
something,’
Amanda:
Um what I was going to say is during my IDD day um one of the kids was
jumping on a chair and I kind of snapped like I just snapped and like yelled his
name and sort of ‘Show me a second grader sits - is supposed to sit in a chair!’
And like he did it immediately, but then like afterwards I went over and I gave
him a hug and was just like ‘I did this because I want you to be safe in this
classroom’ and like ‘You know you can be safe in this -1 know that you know
the proper way to sit in this classroom.’ And then I - and then I asked why he
was acting up in the classroom ‘what’s going on?’ And I think that because I
hugged him and like took the time to sit down like next to him like at his level
and talk it out and he was just like ‘I was afraid that they were going to make
fun of me because I didn’t wanna share and I’m not all done and I really wanna
work on it and bla bla bla’ And it’s like well ‘Okay just tell me that you don’t
need to jump on a chair to do that.’ But it - it’s that whole communication
thing, but then um, and I was like ‘Okay’ and then ‘Show me’ and he showed
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me and then gave me a big hug (inaudible) and just like things like just, I mean
my parents always said love in discipline and like give twice as much love as
you do discipline. So just like to reinforce it that like you still care about them
even though you are like taking something away or or reprimanding them.

Shawnna:
Um we have, um I don’t know what your kids are like, but my kids need
(laughing) constant redirection, they are constantly touching each other and
poking each other, or you know if one of them sits in the wrong spot. ‘You’re in
the way. I can’t see’ and so they get mad very easily and they stand up, have
temper tantrums all the time, so we use the card system. A lot of the time just
saying their name will work or looking at them (laughing) give them the evil
eye. It’s terrible but um it works. They stop whemthey see you like - hairy
eyeball okay (laughing) But er I’m trying to think of what else, we do a lot of
the conferences. When they, if they get in fights between the two of them we
stop them and they have to use their words first or else we won’t help them.
Like we need to see them trying to solve their own problem so that helps. Um
they do drawing sometimes but um B always says too you know ‘If you get after
someone make sure that you eventually go over there and say ‘hey’ you know
‘this is why I did it’ so that they know ‘She doesn’t hate me’ so you know its ..

Charlotte:
I don’t know if I have an answer to this or anything but I was just wondering
because this past semester I mean I’ve been so firm - wanted to be a teacher like
I was so sure like all through school, like college, I knew I was going into
education and like this semester comes along and like I really like I quite like I
dunno I’m thinking ‘I don’t wanna do TEP I don’t wanna’ like I’m thinking like
I don’t even want -1 don’t know why I don’t even want to be a teacher any
more. And it’s just like I’m trying to just like decide if it’s just because like I
have - I’m taking like classes and I’m only in a class two days a week so it’s not
only two days a week but I’m not there all the time so I’m not the one
responsible for them like I’m not the one in control of the classroom. So it’s not
being done my way and like I don’t get to teach what I want to teach. And it’s
not like every situation isn’t handled the way like that I would choose it. So
maybe it’s having to work with Mr. S and like to try to fit into HIS standard of
teaching, or if it’s just like having a lot of class work. It seems like to me like
teaching has been bogged down with like so many other issues that it doesn’t
seem - like I dunno I’m just sort of questioning if like I really want to do it. I
was just wondering if like you - if like you like think that maybe it would
change for me like when I’m in charge and I’m not still in school having to write
papers about like, like every day and plan lessons that are like having to write
out lesson plans like Mr. S never does that like why do I have to do this
(laughing) like why do I have to plan like IDD - have this huge binder like that
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sucks like that’s not what real teachers do like I dunno. And so like I just feel
like I dunno -1 just feel like the experience I’m having is different from what
it’s going to be like and so I don’t know if that like I should not think about like
not - I just don’t want to like not be a teach - like I’m not ready to like disqualify
it yet but I dunno. I’m just I dunno. Do you think it’s -1 should go into it still?
or I should like - because if that is like a realistic view of what it’s like.
Margaret:
I feel exactly the same way. I feel like I just want to be done with education and
teaching and looking for any entry-level job. And people have asked me like
(inaudible) and people are like ‘Why are you changing what you want to do?’
Like ‘Um I just want to take a break from it you know. Coz it’s so true, we all
go into it - all our experiences like knowing like that’s what we want to do and
you like -1 agree with you when you see how your teacher does it and you’re
not in charge, and you’re only there like two days a week and like you can’t
really be that involved and some of the kids I swear don’t even know my name
like. I dunno like I try my hardest to be involved but I just feel like the teacher
kind of gives me the shaft like um what else? I agree too, I think that when I’ve
done lessons in front of the class my teacher is always there observing or like
Annette is there observing and I feel like I have to do a much better job if noone was in the room and I was just the only one in charge. Coz after when I get
feedback it’s not positive really its more like ‘Well this is what you need to
work on.’ But there’s like - we’re always about there’s no right or wrong way to
teach, so I guess um like I-1 think that for you or for anyone being on your own
is going to be a whole different ball field and I personally think the last
(inaudible) I’m just going to take a break.
Clarissa:
I agree with you I have second-guessed what I want to do for probably every
day I guess (pause) Amanda and I just talk about running away (laughing) and
yeah, I love children and all I’ve ever done since I was about thirteen twelve
when I started babysitting children. And-and I’ve always known that I wanted
to work with children, and I thought I wanted to be a teacher going into this. I
agree I don’t even know if I want to teach any more -1 it’s this semester has
worn me down just so much and I have it - it’s just worn me down completely.
I -1 don’t - I don’t know why, if it’s just -1 mean we have a ton of work and I
feel like it’s a lot - being in the classroom you know two days a week and trying
to just trying to get a feel for working with other teachers, also hard, I mean I
have a great teacher personally and she’s allowed me to do anything and
everything which has been great. It’s been a great experience but I’m constantly
tired - and come home from school and I’m just - three o’clock, time for bed.
(laughing) And I mean I didn’t go to work today because I was just so
overwhelmed and exhausted that I just couldn’t stay. And I dunno, I think if
you’re really meant to do it, you’re going to do it. (laughs) But I think you’ll
know. I think taking a break form it next semester will help you know
(laughter) and just kind of relaxing and staying away from it - you know
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teaching - and just taking (inaudible) and I think maybe you’ll see if you miss it
or not. I mean I don’t know what I want to do at all. And I think hopefully next
semester I’ll get a better sense of not being in the classroom and not taking all
education courses ... if I can’t handle two days a week I don’t know how I’ll
handle three or five (laughs)
Amanda:
Like everyone else (laughs) I’ve known since I was I was um little, little, that I
was going to be a teacher um I’ve been (inaudible) whether they know me or
don’t, they just say that. And like I LOVE kids I’m always around kids um but
this semester I mean like (inaudible) it just has taken it’s toll and um I -1 think
that the one thing that, um, that’s stuck with me though is like I’ll be doing a
reading discussion or group, and like I’ll just be doing it the way my teacher
wants me to do it and then afterwards you kind of have to like sit there and think
‘Well that went good but I know when I have my own class - but I really want to
go into this tomorrow like I want to do it like this’ And I think the more I like
keep reminding myself that like this isn’t the way that it’s going to be forever
and like these aren’t your kids and you’re only in there two days a week and you
can’t change everything. Like I say ,I’m a nanny in the summer and I love them
to death, like absolutely adore them, but at the same time I’m like I would do a
lot of things differently but I mean they’re not my kids so I -1 think that when
it’s your classroom, and it’s you are held responsible, and you are the one
making the decisions, it is a completely different ball game and um I -1 think at
the same time, I think we need to remember that - like why we’re doing it.
Remember like all those wonderful things about why we wanted a teacher in the
first place, and like how rewarding it is, and like gratifying - like when you see
students getting it and, and I mean taking a break for a while could be like the
best thing because we are all just like ‘Oh my God! I can’t be like v...
December 17th and then like I’m FREE!’ (laughs) But I-I-I truly think that
because we’re getting this experience like testing the waters and we - we do still
see like the good things. And it - so I think that the more, um, like one thing
would be the last time - when it’s just like at the end of the day just like think of
something good and I think that the more we do that, the more we will realize
that like this is what we are supposed to do.
Shawnna:
I think there’s always moments in any job that you take - like I came in here and
like I’ve always wanted to work with kids, always. And um I came in my
freshman year and I was like ‘Nope! I’m going to be an art major and then
“Nope! I want to be a biology major and um and then ‘No I want to be a
history major’ and I then I was ‘No I want to be a classics major’. I’ve changed
my major so many times - or um I thought about changing majors and I think
that it’s like the same with jobs, there’s times when you’re going to question
your self and you’re going to have a bad day and you’re going to be ‘Oh my
God.’ I mean there are times when I question myself. I’m like how am I ever
going to be able to handle, you know, a kid flipping out in the classroom and I
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don’t have two other teachers in the classroom to back me up what am I going to
do? Or how do I handle a parent who’s ballistic because I, you know, I didn’t
send a note home that Johnny fell down in the play ground or something like
that what, what, what do you do? And um, and so may be I’m not - may be I
can’t handle this - may be this is too much - maybe I can find something easier
to do and then I’m like no, no this is what I want to do. And like I don’t know I
was out on the playground and the kids got all excited because the train had
stopped like right outside the school and they were so funny they all go running
to one comer of the play ground where the train had stopped and they could see
the train and they were jumping up and down and they had their big puffy coats
on their coats are bobbing and they’re yelling ‘Georgia, Georgia, Georgia!’
because the train says Georgia Pacific on it and apparently they see it every day
and I was just walking up to like a whole mass of them and they’re bobbing up
and down so excited and trying to figure out why the train had stopped and I was
like ‘Yep! That’s why I want to be a teacher!’.
Margaret:
Um I guess my question is how do you answer [the students] questions? But
often I feel overwhelmed by the types of things they’re going to ask and I often
feel that I don’t know the answer or be that knowledgeable. So I dunno that’s
what science class makes me feel like I’m supposed to know it all or I dunno I
just feel like er well I dunno how to answer kids with crazy questions or just
general questions that I might not know.
Charlotte:
... also like the summer camp I worked at I um missed the training because I
was on vacation so I just like showed up at this nature camp like half way
through the summer and like didn’t think that I was going to have to know like
nature stuff. I just - like it never occurred to me that I didn’t know like nature
stuff (laughter) And like I just showed up and figured like ‘Oh I can talk about
frogs’ (loud laughter) I just didn’t -1 just hadn’t like thought that far ahead like I
had to plan lessons and everything and I didn’t -1 just never thought that I was
going to have to know the stuff too. Like it’s worse because the kids, I was with
um -1 think I was with second or third grade group and like most of the kids had
been going there since pre-school or kindergarten so they already know
everything coz like they’d done it every summer. And so like a lot of the time
I’d be like ‘Oh what type of tree is this, what kind of berries are these?’ and I’d
be just like ‘Does anyone else know?’ and like half the time the kids would be
like ‘That’s like a bla bla bla’ and they’d tell you why they can recognize this
and like (inaudible - loud laughter) and I’d just pretend I knew that stuff too.
And by the end of he summer I just knew like enough to actually like go on a
trail and like ‘This is a white pine and you know this like’(laughter) and so by
the end of it I was really smart. But I’d also send them off to other counselors
coz we’d be like - there was one counselor who know about this and they’d be
like well go ask Matt because I bet Matt would know
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Clarissa:
How do you work with kids who are taken out of the class?
Today I particularly noticed that one student has been taken out of class
(inaudible) he goes out for reading recovery, goes out for phonics, comes back,
goes out for math, comes back ,and we had a discussion my teacher and myself discussion about, that our room is supposed to be inclusive and its not, if it was
we’d have the specialists come in the classroom the child wouldn’t be taken out
and it seems to be particularly a problem for one child who he - he’s in the
process of being evaluated possibly for you know attention issues that like today
he came back in and we were working on a spelling activity and he didn’t know
what to do because he missed the instructions. So then he was just like drawing
on his paper. So I went over and I helped him and I had to focus on helping just
this student. All those other ‘Oh Miss Flanders this’ and ‘Miss Flanders that,’
and there’s just so many other questions going on. And if I were the only
teacher I don’t -1 just had to tell him wait and I’d be with him in a second to
move on to the next one and it - it worked out but it was just like - it was just all
their questions at once plus trying to help this student who missed the
instructions so he missed he missed the whole - the whole lesson basically
because the lesson was a five-minute mini-lesson in the beginning about adding
an ‘s’ or an ‘es’ and we went over you know the buses sound like it’s an ‘is’ but
really it’s and ‘es’ and he made that mistake. He said ‘Oh I didn’t know’ well
‘Yeah well we went over it in the group.’ and he goes ‘I wasn’t here’ and I had
forgotten so I had to basically redo the lesson. You - how do you - how do you
do that? It’s like it’s really unfortunate that he has to be taken out. I know we
don’t have enough teachers to have, you know, two or teachers in the classroom,
if I were the only teacher I can’t just focus on him because I’m giving him all
the attention and (inaudible) want to give him (inaudible) attention then I mean I mean I just try to tell the other children you know ‘I’ll be with you’. Go back
and help those children and go back and help him and see how he’s - he - he’s
doing but then he has, you know, he won’t focus on his work and I feel like he’s
-1 feel like part of the reason he doesn’t pay attention is because he’s not there
for the lessons so he’s not really part of the class I dunno. I mean there are
times that the specialists stay in the room during subjects, math or spelling,
usually spelling, um and it works out great coz there’s three adults in there, but
it’s only probably once a day it’s not even every day and it’s she - I mean I
actually haven’t even seen her come in for the past two weeks so.

Amanda:
I dunno like I-I run into the same thing like they will just be sitting there, yeah
group two and it’s like half of the kids in group two are either er„ er, extra math
help or extra reading help, or a music lesson. And it’s like ‘Okay lesson begins
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right now’ and they miss what’s going on. Um I don’t know what to do. One
thing that they do and I know (inaudible) in every subject, and I know in one
group it might not work the same, but they do this thing called SRA which I
can’t stand, but um they’re all individualized tracking for math and (inaudible)
and addition a bunch of subtraction. How many you get right on the pretest you
need to do the cards and so forth and so on. But there’s a um list on the board
and they write their name if they’re having a problem so it’s like complete
individualized help. So it’s not just like the kids who are leaving the classroom
but it’s like even the brighter students like when they have a problem. And so
and you just go and you spend two or three minutes with each student and work
one on one with them. Um like that can only be done now and then because it is
like a complete like individual plan.
Shawnna:
I ran into the same problem in my kindergarten class. We have two kids in my
class who have pretty severe needs and um they actually have one-on-one aids,
the two of them. And yet they’re still taken out of the class. And I went in and I
asked Laura at the very beginning to the semester to put me in an inclusive class
coz I was thinking about going into special education. And so I walked into
Hayfield thinking I was going to be in a class with special needs and the two
kids that would make the class an inclusive class are never there. They spend
the whole morning um getting specialized attention and they come in in the
afternoon for a little while. And they don’t really -1 mean and they connect one of them is able to connect with the kids better, and one of them is bound to a
wheel chair and so he - he - no nobody ever pays any attention to him when he
comes into the classroom. He’s not even a part of the classroom and I-I loaloathe that, it makes me so mad. Um with the one who’s able to react a little
more, um she - we run into the same problems where you’re trying to tell her
what’s going on but you can’t - but you can’t because there’s other kids who
need you too. And what we’ve tried is having -pairing her up with someone else
and having that child tell her what the directions - so they don’t start their work,
they tell - they tell her what to do first and then they work as a team to finish it
and that works sometimes but it’s hard for kindergarteners coz they coz it’s hard
for them to convey exactly what they heard and but I suppose -1 mean with
older kids it might work but I know but yeah it’s interesting how they pull kids
out when they say its an inclusive classroom anyway.

Charlotte:
Um Mr. S and I were talking, and one day like - coz there are two kids in my
classroom taken out for like language arts and for math. And um they just um one time the teacher who takes them out she was sick - she was at a conference
or something. She just wasn’t there so the kids had to stay in the classroom and
both Mr. S. and I like commented at the end of the day like how much more
there was like a feeling of community in the class. And like it just felt more
complete to have everyone there, and like the kids did fine. We paired - like for
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math we paired one of the kids up with someone else, and they did this together.
And like - it was like one of the kids who is like sort of more advanced and so
like it would have been like a too - like almost like not too easy for him, but like
he’s have had no problem with it, and like to put him with this other kid - like he
had to explain it, and they had to work together, and like it was just like more
fun for them because they were friends. And it was just like it went so well and
like for IDD they um like Mr. S. had it arranged so that the kids could stay in the
class all day and they wouldn’t be taken out and everything um so for um - one
of the girls was doing like a lesson on - we did a story time using pictures for
story time instead of like words (inaudible) and she just got so - even my mom
commented on it coz she like she was sitting right near my mom. She was so
cute - she was just working so hard. She was putting so much effort into it and
she just like - she was using colors. And like I asked her to tell me about it and
she told me this huge story. And it was just like - it was just like I felt so bad for
her that she’s missing all these whole class activities. But like granted we had
planned all our lessons like sort of pretty much any ability level -1 just like - I
just wish - coz I don’t even feel I know the student very well coz she’s out so
much of the day and she’s like - and she’s just so adorable and I’m just so proud
of her like kicking ass on this assignment and just like I dunno. But that does
feel different to have them all there and like just accept them at like whatever
level they are and help them whatever way you can to help them get like as
much of it done and like understand at whatever level they can. Like it’s just so
much more beneficial to have everyone there than like have kids missing out
and feeling separate.
Clarissa:
I mean there are times that the specialists stay in the room during subjects like
math or spelling, usually spelling um and it works out great coz there’s three
adults in there but it’s only probably once a day, its not even every day she, I
mean I actually haven’t even seen her come in for the past two weeks so ..

Margaret:
Um opposite of that -1 know that when the special ed teachers are out my
teacher doesn’t know what to do. Like she’s at calling people in and like you
know and just sort of deal -like just because she doesn’t know what to do with
them in the class. Um another note I think that it’s really important for our
specialists to try to like to plan for schedule. Like this one little boy today, he
was talking to my teacher about how he’s like coz um like ‘Take me out at a
different time from library because she always comes right when they’re reading
a story. I really like when the librarian reads a story. It’s the only time we ever
get a story read to us.’ And like the teacher said ‘yeah I’ll talk to her’ But the
specialist still came and took him out in the middle of the story and he just
looked so upset because he was like all in to the story. Like kids love being read
to and she never does that and he still got taken out. And then same thing like
during math like um I usually do a math lesson, like the basic skills, which half
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of them get taken out but it* s twenty minutes of math so it“s like you can't really
start anything coz they won't get their (inaudible) yet you can’t really stall as the
other kids get bored. So I don't know from my issue is that um something to
think about is just maybe trying really hard to plan accordingly like all the class
schedules or have the same class schedule or something so that they're not
coming in and missing direction and getting pulled in the middle of the lesson.
I was thinking like yo it would be nice if like all these kids could just be in one
group still in the class but with like - coz my class is - we always break up and
she doesn’t very rarely do whole lesson with the whole entire class. I teach
either the advanced kids or the basic skills kids so um I don't see why there
couldn't be another group of like kids needing specialists but it’s coz she pulls
kids from all like the other third grade classroom and that's something like if
they could also do that and try and keep it a little bit more in the class. I think
it’s such a tough call coz it’s those are the kids that just have like learning
disabilities - they're not even - like we have an autistic boy and we um emotional and those kids are never in the classroom ever and if they are - the
one boy he sits on the other end of the classroom with his own desk with like
boards not boards but siding put up not even part of the class and I think.
At this point Amanda has to leave and it is almost time for the end of the
meeting. After Amanda leaves the rest of the group decide to continue so that Shawnna
can have her question time. She noticed that in her school there were some pictures of
Christmas trees going up on the walls and there w ere no other Holidays represented and
she was surprised because she hasn't seen that in schools for a very long time. Also a
group of her students were working together and they all started to sing Rudolph the red
nosed reindeer and she felt very uncomfortable and didn't know what to do. She
wanted to know' what other people would do if they were in a school that only
recognized Christmas. It w as my turn to answer this question first so I suggested she
took her boyfriend in to talk about Hanukah. Sapphire said ”1 have three words for you
I D D!” This caused a lot of laughter from the group. She also shared her experience of
growing up in Maine with a Jewish father. They do celebrate Christmas in her house
but she said that every one in Maine assumes everyone else is Christian and when
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friends meet her at the Mall and say “Happy Christmas” she always says “I’m Jewish”
even though she’s not, just to remind people that not everyone celebrates Christmas.
Charlotte shared that she felt that other holidays shouldn’t be just an add-on to be
politically correct but should be “spread out”. She also suggested that it’s great if
families can come in and share their holidays with the class. Margaret felt the same
way. In her school she never learned about Hanukkah. Her teacher is Jewish and she is
going to avoid the holidays all together. She felt it would be a great idea if the kids
could create their own mini-lessons and share their holidays with the class.

Closing: Name something in your life that you want to change. Or if you want to
change anything in your life what would it be?
Sapphire:
Well I was talking to my boyfriend a couple of days ago er couple - well in the
summer and he diagnosed me as being a little slightly obsessive or compulsive
what is it obsessive yeah is that what its called? .. yeah so I have a little of that
because I have - we were talking about you - you allow stress, if you want stress
you’ll have it or something. I have post-its everywhere saying I have five things
to do. Okay five, the same five things are on -somewhere else - same five things
so I have it all around obviously looks like I have a million things to do but it’s
only five things but like one list. So what I was thinking of is getting rid of that
- getting rid of the fact that I’m so obsessed about having a list, having
everything exactly this is what’s going to happen and then if I get stressed, if I
have my schedule, I mean right now like I’m behind schedule so if I have
everything done I’ll have everything done tomorrow which is crazy and so
anyway um but then I’m thinking ‘You know what? I wouldn’t change that
because that’s - that makes me who I am’ and the fact that I’m obsessed like that
makes me actually get the stuff done so if it’s not harming me or anyone else
then it’s okay. So I actually wouldn’t change anything at all.”
Charlotte:
There were two things that just popped into my head when you said that I don’t
know why I was just thinking about this but I was. Um Like everyone,
everyone, everyone like makes like they wanna lose weight and like my problem
is like I started dong weight watchers last - like just before Thanks giving and I
did really well. I had two friends like who would do it with me and like and just
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like the program worked for me and I like I lost like thirty pounds just like it
was so great. And then like summer happened and we went on vacations like
and then I just never went back to weight watchers over the summer and like I
tried again and this semester. I’ve just been so busy I really don’t have time to
go. I went to two months and I was just wasting money. I’m not exercising. I’m
not like watching what I eat. Part of it is like I need more will-power so may be
I’d be a little stronger when it comes to chocolate, chocolate just is like ... and
the second thing I wanted to change. I started going out with my boyfriend like
(pause .. laughter) like two years ago like slowly we’ve become more exclusive
and I see more of him and less of my friends so I would like to incorporate more
of my friends into my of instead of being like so exclusive with him ...
Margaret: (inaudible)
Shawnna:
I got so deathly ill over thanksgiving I think because I bite my nails and with
little kid, yeah.... so I need to stop biting my nails (laughs)

Group Two:

Circle One

Question: If all your needs were met how would you spend your days? So
if there was no fear all your psychological needs your emotional needs or financial,
physical needs were met how would you spent your days?

Freida:
Um I’d love to have a house on the beach urn that would make me so happy but
I’d love to go to the Cape, have a family, I dunno um that’s all I guess.
Sophie:
Um I don’t know if I’d be living in the U.S. I’d love to live in a Spanish
speaking country. I love it, you know. I’ve been to Costa Rico a couple of other
places but I don’t think I’d go back to Costa Rico (pause) may be (pause) But
I’d like to see other places (inaudible) or something. Be able to speak Spanish
and work with people and I need to, I need to do something with people and um
(inaudible) all the time. I dunno, find some job of (pause) I-I guess I could teach
down there. I could teach or I could do some service type thing or working
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helping people. I don’t know but doing something- but I’d like to be somewhere
but not round here.
Jasmine:
I dunno. It’s tough I can barely imagine my life without having five hundred
million things to do. Um I guess I would travel, I love to travel. Um just
recently got the travel bug so I’d love to go on the road and just go wherever I
want to - some place. And I love photography so I’d love to take pictures and
just see new things and all that kind of stuff, just not really have anything on my
to do list just go (inaudible)
Tracey:
Well my list goes on for ever and ever. But um I would love, love, love to be a
makeup or hairdresser for the stars. I would love that (laughter) my favorite job
in the world would be a wedding planner like for the stars. They’d like -1
would only work on Newbury Street or L.A. (loud laughter) But I’d have, I’d
have just like this amazing clientele, they’d be calling me off the hook. And I’d
love to be an e-news reporter (laughter) and I’d know (pause) I’d (inaudible,
loud laughter) This is what I like want to do with my life. A shoe designer, a
lingerie designer (pause) Uh! I’d give anything to do that um and this would
never ever be work for me ever, it would be vacation twenty-four seven and I
would switch one job to the next but I sort of live in a fantasy world but I dunno
you never know, you might see my name somewhere in the big lights. I cross
my fingers
Frances:
Um I would love to live somewhere warm (inaudible) I could live there and also
I would try to fly to Ireland. I’ve been there three times and absolutely loved it I
had the best time so ...
Toni:
First on Tracey’s shoes I said ‘Oh I’ll buy a pair’ and she goes ‘Oh honey you
couldn’t’ afford it!’ (loud laughter) She told me if I got them for cost it would
be $400.00 (laughter) Um I thing that um all I want to do is walk over the
Golden Gate Bridge it’s not a lot I’m just obsessed with it. And I (inaudible)
that from my (pause .. inaudible) or I found a picture or Tracey found it for me
and I almost died - Black and white picture coz all I wanted was a black and
white picture of the Golden Gate Bridge. I’m obsessed with something I’ve
never been to but (pause) So I would do that and then I would like to live in
Narragansett Rhode Island at the beach house with a porch on the front and on
the top so you can see out over into the ocean - very calming.
Melissa:
Um it would be at the beach. I think, and also a combination of like Latin
America (pause) speak Spanish (pause) um ...
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Round two: Talk about a story, book or poem that influenced your life.

Melissa:
Um well I can’t remember the particular book and the story -1 dunno, like my
boyfriend’s family is somewhat religious but I’m not really religious at all but
his Dad like told some story along like - it’s like I don’t even -1 can’t even
really say the story but it’s just like about a Chinaman and just all this random
stuff happens to him. Like his like grandson or something one day is like um or what’s he called - he was like riding on a horse or something and falls off and
breaks his legs or something. But then like, like people like soldiers or
something come to say like all the young children of like the - or the young boys
like have to go to war or something. So it was a blessing like his life -without
broke like, like something along the lines like -1 so its just like stuff happens but
although sometimes you think it’s bad at the moment it does sometimes like there, there, there’s a reason for it somewhere like a lot of times like better
things do come along but it might take a while.
Freida:
Um I don’t really have a life changing one yet. But um I guess one story that
one story that I’ve been told and you (inaudible) to it too was in class, C.S.’s
class (inaudible) story I tell a lot of people and er and it was about -1 don’t
remember all the details but he either had a friend or um I think a friend or a
colleague and he used to teach um math in high school. And (inaudible) I think
in New York city and you know really robbed him of respect. I mean like he
was a teacher and he was respected but you know it was kind of rough in the
city to teach. Um and he got the chance to go to Thailand and er like er a
professor in a village or you know a teacher of a village. Um he - the - he had
his own cottage and he slept and he, he just got there and then his first Sunday
morning there he walked outside and the whole village was sitting on their knees
waiting for him to walk out and like you know woke up and he was just like
‘what’s going on?’ and er (laughs) he had no idea and then they want him to tell
them about the world. They wanted to know about the United States and they
wanted to know about, you know, what’s in the news papers and he had, he was
so respected there um and he had such a great experience and when he came
back to New York City schools and started teaching again and like he couldn’t
do it, like he broke down. And um just because you know I feel like, like it’s
hard it’s like you’re not really respected as teachers in the United States so I
guess that’s the thing into perspective is like in the world - you know that um,
um I’m just not - may be even - may be not even teaching in the United States
(inaudible) my work, my work is very important.
Sophie:
I guess I think this is kind of cheesy but I read this book called Redeeming
Love. It’s kind of a cheesy romance-type novel. But it’s um a Christian fiction
book actually it’s taken from the book of Josiah but then like 1850’s. And so
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it’s about this guy and you know he’s just kind of doing his thing and this
woman like in the - she’s in the whore house. She’s a prostitute whatever and
he, you know, God tells him that he just needs to like, this is the woman he’s
going to marry. He’s a very pious man or whatever and he goes like - he
continues to pursue her and eventually like she comes back to him like
unwillingly. But she like goes home with him and she keeps running away but
he just really like at first he doesn’t really know why he’s supposed to follow
her but he just falls in love with her. And it’s just like this - it’s just this
amazing love story. And how he just continually pursues her and she doesn’t
want to at first but then she just falls in love with him. And it was so good at
first it was just kind of slow and then you know I’d be reading it and I gotta do
homework I’d like - end of the chapter and like “no” like it’s like I’d keep going
though and once the book is over I was just really sad. But um I don’t know, but
just really the whole love story thing and how he just really kept pursuing her
and I thought “that’s what I want’ and I’m like - not that I’m coming from like
being a prostitute or anything (laughter) but I was like-1 was like I want a guy to
just like fall head over heals in love with me and like not like stop at nothing to
like - for me and so that’s - that was my favorite book and it’s definitely a
cheesy book.
Jasmine:
Er um er (pause) mine is I’m trying not to do the thing that girls like girls might
say ‘this might sound stupid but’ you know that kind of thing so I feel like
saying it anyway (laughter) and I just said it anyway (loud laughter) I just said it
anyway -1 completely (loud laughter, inaudible). Anyways um so mine is - so
hard not to say it - mine is
the Little Engine that Could. It’s really like my childhood, childhood story that
like I haven’t read since I was like probably about like four years old but it’s one
of those stories that just like sticks with you. And it’s one of those things 1 where like okay you can just do it, just keep plugging along. And that has really
just been basically the story of my education at least, and pretty much my life.
It’s just like keep going, no matter what you keep chugging along so that’s my
story.
Tracey:
I relate everything to The Notebook do you know it? I heard it -1 heard it, I
heard it, but you have to read the book by Nicholas Sparks have you read it?
Did you see it? Well I read the book and I refuse to go to see the movie because
nothing would compare in my eyes. But it’s just like an unbelievable love story
and um it’s this woman falls in love in the summer time. And then like it’s a
summer love so she goes home and eventually like, like fights to get - they fight
to get back with each other. Well more or less like he’s there for her and she’s
engaged to someone else but then she ends the engagement because she’s so in
love with him and they get together and they have this wonderful marriage, this
wonderful love relationship like just the words describing how much they’re in
love with one another and like - chills. But um it’s so good and so the reason
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why I’m talking of this now is because the woman, urn I don’t know if I’m
explaining this but the woman the woman ends up getting Alzheimer’s and like
Alzheimer’s in - in my family. It’s just going to be my like ‘shrink visit’ for
now - but my grandmother had Alzheimer’s and she had she got it diagnosed
when I was probably twelve or between twelve an fifteen. So basically to me
like my grandmother died years ago because she doesn’t know my name and it’s
just like my Mom always talks about it. Like it’s just a joke in our family coz
we just like that’s how we (inaudible) to live with it. Like we laugh like me and
my sisters and brothers don’t even want to think about like that happening to our
mother and um, um it’s just like knowing that I have this like awesome
boyfriend who I want to marry for the rest of my life and fall so deeply in love.
Like you can look at it two ways, you can look at it just like you know live life
every day or you can look at it like I could be petrified like I might like get
Alzheimer’s you know. Like get be so scared to not let myself fall in love with
someone - let myself like get married and like create this family when I know
like that could happen to me. But that book was just amazing er it really
touched me in different ways (pause) but it’s good.
Frances: Inaudible
Toni:
I’m going to go with like a classic book that if you haven’t read it it’s just
(inaudible) Tuesdays with Mory. It is like my Mom - like I made everyone in
my family read it coz regardless it makes you just think of things that you
wouldn’t think of. I’ve read it like six times. Like it just doesn’t like I just keep
it and I love it. Um I thought of another book but I can’t think of what it is Oh!
Every girl should read ‘Odd girl out’ too. Um it’s disgusting how mean girls
are, and it just opens your eyes and you like remember like girls that are like
(inaudible) in middle school and you ‘Oh I like your hat’ ‘Oh right your outfit’s
ugly-just kidding!’ but they really mean it and it just like all the hurtful things
girls do coz we all did it we all had it done to us it’s just like sick - so those are
the two books...
Jo: How’s it affected your life?
Toni:
Oh er Tuesdays with Mory um it’s just like a book - have any of you read it? It’s
just like a book about a man who gets ALS becomes a baby again you know go
back like (inaudible) die - But he’s this guy who teaches this what, this reporter
or journalist his last life lessons. Like he’s a professor in a school and he just
teaches him all these lessons. It’s like (inaudible) it’s on money, it’s on love, on
family, on culture and it’s just like all these wonderful views on things
(inaudible) basically making you want to live your life to the fullest (inaudible)
dying one last lesson to go do what he wants to do and just really, really cool.
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After this I recap the ladder of inferences and how we create our beliefs and thus
ourselves from the stories we tell about ourselves and specifically about how teachers
create students and how this becomes internalized by the time they are seven

Round three: What is the ideal teacher? What qualities do they have?
Melissa: Passes.
Freida:
It would be someone that you’re not afraid to go to um to ask questions
(inaudible) making someone afraid to ask you a question um because that just
stops them really being open (inaudible) really being open and (inaudible) um
also respect, respect the children, respect your family, your peers um and be
really open minded that you’ve no idea where these kids are coming from or
what they’re bringing to the table not to make assumptions.
Sophie:
Um I think starting off kind of going off what other people have said that social
interactions I think are very important t creates the atmosphere of the classroom
you know there’s that respect and, and that comf - comforbility that you can go
to the teacher and it’s a comfortable and safe environment. At the same time
there’s the sense that I feel like the teacher needs to have some real sense that
they’re not above the students but an authority somewhat that they challen - that
they’re like in contr - not in contr -1 don’t know how I want to say it. I don’t
know that - that the teacher - like the teacher is respected by the students too.
She creates this security, creates this atmosphere where um she has (pause) I
don’t really know what I’m trying to say here but it - she knows and she can
man (inaudible) the teacher can manage the classroom well and that she gets
their obedience (laughs) you know what I mean folks when I say that. But that
the teacher will be able to like I-I that the teacher can also (inaudible) forget it!
The teacher is like challenging, you know, the students. The students will rise to
the teacher’s standards and that she, that the teacher, doesn’t go down to where
the children’s kind of feel comfortable at that - she or he or she can continue to
just bring them up to give them, you know, it might be hard but that not putting
a limit on what they can do yes (pause) I’m going to stop there (laughs).
Jasmine:
Um an ideal teacher creates a safe zone I think that they teach a lot more than
just math, science, English, spelling all that kind of stuff. Teaches more about
the reality of the outside world all that kind of stuff that involves a lot of
thinking about what’s going on around each other. Is pretty friendly, very open
minded and that’s about it.
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Tracey:
They said what I wanted to say. Friendly definitely, a nice voice - like a nice,
relaxing, calming, comfortable voice(laughter) goes along with friendly - coz I
think that makes a world of difference like (pause) I can just remember like my
past teachers, the ones I LOVED were like, you know. So like everything just
rolled off the tongue. I dunno if this is what you’re looking for (laughter) or
instead of that stem short (inaudible). Um definitely respectful to each student,
open minded, um I like when the teacher gets to know the students in the first
week of school, and wants to know, and how they want to learn, and takes that
into consideration. How they mold their lesson around the students’ maybe
backgrounds, hobbies, interests. Um always a safe place to ask questions.
Always (pause) my ideal teacher would offer help after school - like always be
there, would go the extra mile for those who are having trouble with the lesson
or anything like - that loved to read books to the class.
Frances:
Um (inaudible) form a personal relationship with each student. I know some
people don’t think you should, but get to know each student for who they are.
And get to know their family background - get to know, you know, if the kid’s
upset one day (inaudible) if he’s upset one day it’s not because he’s at school or
he doesn’t want to do that, it might be another reason. Form a relationship with
each student.
Toni:
I want to be a teacher that like fifteen years down the line that person’s like ‘I
remember Miss S. She really helped me .. like she really’. Like I just want to
be remembered like even have a lasting effect. Know that I like. Like the
reason I wanna be a teacher is because I want to be the person like ‘she helped
me out - she did this’ Like that sign of knowing you helped someone is like the
best feeling, like getting someone to read that couldn’t read that word or do like
it - just like so rewarding that’s one of the main reasons I wanna be a teacher.
Round four: Share anything that made you feel uncomfortable or a difficult
decision you or your mentor teacher had to make.

Melissa:
Um well I don’t know what it was, I think it was just story tim,e or morning
meeting, or I dunno something along those lines. But one of the kids like
wouldn’t sit down in the circle, he was just sitting at his desk and she usually
doesn’t really care like she doesn’t make a big deal out of that stuff a lot of the
time. But um it was like ‘I’m going to count to three’ and of course she did it
like couple of minutes it wasn’t like one two three like but then finally she was
like ‘Can you go call the office?’ like ‘Go and get the phone and call the office.
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Send me someone for this particular boy.’ And it was just like a really
awkward situation. Like I had just been there for two days, it was the second
day or something and I - it was just - it wasn’t my place and I don’t want the
kids to like -hearing me as this person who’s just going to go call the office on
them and stuff. Fortunately the phone didn’t work, for some reason it just didn’t
get connected to the office. Yeah I had to get up and like go and call the office
and I was like I did not want to do it at all. I was tempted not to pick up the
phone. I tried twice and it didn’t work either time so I was just I dunno. I was
just really scared because that’s not -1 shouldn’t be -1 mean yeah I should have
some authority, like not authority over the kids but I am older so there is a
certain amount of respect they should give I feel, but at the same time I didn’t
know them, I didn’t know any of their problems like this kids does have some certain like behavior problems. But it was just - it was really weird and I just
didn’t feel comfortable. I didn’t say anything to her and she hasn’t done it since.
I don’t know it was really weird I don‘t know if she was doing it coz she didn’t
want to get up and interrupt the whole class or what.
Jo:
So what were your assumptions?
Melissa:
My assumptions were that the kids were just going to view me as a I dunno -1
mean I guess they are only second grade but I guess (inaudible) as the person
that was going to follow whatever the teacher says - just going to get up and uh
I’d be the person that would be mean to them and even though I didn’t know
them I guess I assume.
Freida:
Um well I guess (inaudible) Like one day she asked me um(inaudible) she was
like ‘Make all the kids who aren’t doing what they are supposed to be doing
stand over here.’ (inaudible) and then that kind of put me in the position to feel
like the bad guy I guess um which is my job as a teacher is to make sure
everything goes as it’s supposed to but I dunno I just didn’t’ like that whole - so
I guess my assumptions for that were um that they wouldn’t like me or er they
um yeah would think I’m mean but um one thing that really bothered me ... the
story about the photocopying and the mean women!
Sophie: Told a story about a little girl that walked away from her
... then later on that day the teacher was in a meeting and then their lunch was
over so she asked me to go and relieve the lunch lady who was in the room and
“Sure I can do that.’ And there was just supposed to be silent reading and they
were like she made a clear rule that they can not read together because they are
just too loud reading together. So just trying to get their attention to - they
shouldn’t be reading together and they just aren’t listening and like I’d go up
and talk to individuals and they are just waiting - waiting and ignoring what I’m
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saying and there’s um the technology teacher comes to the room but there’s a
sub that day and so she’s like she left no lesson plan for me so I don’t know
what I’m doing ‘Are you the teacher in here?’ and I’m like ‘No’ so like I don’t
really know what I should be doing “I don’t know either I’m not the technology
teacher I’m not eve the real teacher’ But um I get the kids to sit in a circle, but
they’re I’m just trying to figure out an introductory activity for them to - um so
you know they’re all talking and talking like ‘You guys really need to be quiet’
and they have a bell like to ring and they’re not listening and I um finally they’re
all like all sitting ‘Miss Miss Miss!’ Raise my hand ‘I’m not talking to anyone
who’s talking to me right now’ and they’re just like, this girl, that same girl, she
goes, she’s like ‘I’m talking coz you’re not looking at me’ (laughs) It’s just
really frustrating you know if they sense that I am just not -1 don’t want to say
not as important but not as authoritative as their teacher. But it’s really
frustrating I was trying to control twenty seven kids and er it’s right after lunch
so its coming off a like not a very (inaudible) time where they can talk and stuff
So I told the teacher I said like ‘All these kids are giving me such attitude’ so I
dunno so she had me (inaudible) a minute later and she had me go and sit in
front of the classroom and just tell them - we have the whole like non-violent
confrontational like I dunno words to work out (inaudible) so I had to go sit in
front of the whole classroom and tell them how this made me feel and like
‘When you guys weren’t listening to me this made me feel very disappointed.’
But it was just really (laughs) it was awkward. I mean I was okay with it and I
did it and I’m sitting in front of the class with like twenty seven children doing
this little thing like ‘You know really it made me feel sad that you guys were
doing this and you didn’t respect me’ But it’s just an awkward situation - I’d
like - okay - and then she comes back and says ‘Are you all set with them?’ and
I’m like (laughter) ‘Non-violent communication - sure I showed them!’
It was a really frustrating day and I had this migraine headache when all these
kids are like raising their hand like ‘Miss Miss Miss!’ and I’m just like “Errh!
Please just sit down and be quiet!” It was an experience!
Jo: So what were your assumptions?
Sohpie:
I was thinking that they do not want to listen to me. They think I’m not as much
an authority figure as their teacher, that’s an assumption and that I dunno
Jasmine:
It’s been a rough week. One of my kids or my students, I get everyone
confused, call them my residents (laughter). So one of my students in my
classroom was working on a math sheet and it was that they call it Mad Minute
and it’s like - and so my teacher was in front of the class and she has them do it
and she said ‘I give them two minutes and they don’t know it but I give them
extra time.’ And I thought ‘Oh that’s really nice because I always hated those’
and so - and so she goes ‘Alright times up!’ and one girl’s still going and she’s
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like ‘Um Teresa, you need to stop.’ And so the girl puts down her pencil and
the teacher walks up to the front of the room. The girl picks up her pencil and
writes one more answer and she, the teacher, came over and she’s like ‘This is
what you get for cheating’ and ripped the sheet in half and she’s like ‘It goes in
the trash’ and she like threw it and I was just like appalled because I would have
cried, as a twenty-two year old I would have cried. And this little girl just like
sat there and she didn’t cry and she didn’t do anything and like I wanted to like
say something like ‘You shouldn’t have done that!’ like ‘That could have ..’,
especially after having our circles I’m like this girl’s going to tell that story at
her circle with Jo when she’s in college you know and it’s like a traumatizing
moment and it’s like I wanted to stop it. I wanted to like step in and I was like it’s not - it’s the second day of class I don’t want to like step on anyone’s toes
but there are like, there are things that she does that I just don’t agree with. Like
she physically covers students mouths and like that kid of stuff and just
watching it makes me feel uncomfortable you know like I just don’t think it’s
right so I guess my assumptions are that I don’t think things are right.
Jo; Or that you can’t change anything?
Jasmine:
Exactly - or that I can’t speak up about it. It’s a choice that I feel I don’t want
to make but I don’t know how to go about it. The kids will be talking and she’ll
be like - and then she’ll be like ‘They have a big mouth they talk all the time’
and she like has her hand over their mouth and then she laughs about it and the
kids are like smiles. And I just think that it’s weird. I just think its so strange
like these kids like who knows they talk about getting whoopings at home. And
I like and then like she’s doing this thing and I’m just like I don’t even know.
It’s nothing to them you know like that little girl like sat there strong, didn’t cry
where I would have started weeping in the middle of class like I didn’t mean to
cheat you know like - It’s sad I’d be like ‘I’m so sorry I’m so sorry’ but I can
just picture myself I like wanna cry right now. I just felt so bad for the little girl.
It wasn’t one that I was most directly in contact with but it was the most blatant
feeling of like being unacceptable - you know like I felt like a ghost in the room
like ‘Does anyone see me here like does she realize like that this isn’t right’ It
was just weird ... Next time she talks I’ll be like (waves hand in front of her
mouth) ‘Shut up (laughter) You have a big mouth!’ (loud laughter)... . I’ve
only seen her do it twice but twice is a lot and one time the kid was taking to me
when she did it. What kind of signals does that give the children? Is what I feel
like too - is like you should NOT be talking. It’s not - it’s like you should be
quiet when I’m talking to you because I’m superior to you is what it seems like
to me like I can force you to stop talking if I have to. It doesn’t sit well with me.
Tracey:
Um I had issues in the first week and I’m still having them now with drawing
between teacher and friend with students .. First day of school I had on a tweed
skirt and nylons because I thought this was going to be like you know - coz you

379

just wear jeans and flip flops. So yeah I had on a tweed skirt and nylons and
high heels and they’re probably looking at me like ... So actually it was the
beginning of the morning. They came in, they did their jobs and then they have
choice time and they go to different places in the room so at first I was just
sitting there like in the chair like observing them and I was going to go over and
interact and stuff and this one girl (name) came up to me and she’s so cute, she’s
really tiny and she’s going like this with my nylons. I’m going “Oh God why is
this girl?’ (inaudible) so I .. and she said this feels really good. Then to my
skirt she says “I really like this material.” She’s like “Oh thank you.’ You know
and the teacher comes over and like she flipped out on her and was like you
know ‘Respect other people’s bodies!’ and I’m like “Oh God Tracey! You’re
supposed to know this’ and I was like ‘Yeah keep your hands to yourself.’ And
she was like for a good 30 seconds like just telling her ‘Do not touch Miss ?’s
body” and all this stuff and I was like “Okay, now I know’ So I think it was
maybe a week from then, the second week of school and I had on a long jean
skirt and flip flops this time and we were out at recess and this other girl comes
up to me and she’s like, “Oh miss ? I want you to play tag.” And she like
grabbed my hand and (her cooperating teacher) was sitting next to me and I was
like ‘Oh I’m not going to play tag with you um I have flip flops on.’ And she
kind of went to grab me so I was like ‘no’ you know ‘teachers don’t play with
the students’ So I was like ‘Yeah I did a great job!’ and (teacher) was like
‘Sarah come here, Miss ? wants to say thank you and next time when she wears
sneakers she can play tag with you.’ Oh shit! You know I’m like “thank you so
much for inviting me to play tag.,’ and so that was awkward and so I’m still
learning, still learning. The next day it was a Friday and we all went out to
recess it was the last 15 minutes of school and then it was choice time again.
But they only could read a book so I guess it wasn’t really choice time. So
they’re all reading a book by their backpacks and like the first bell rang and a
couple of students got up and Dave’s daughter is in my class. She’s so cute and
she’s always looking at me trying to make sure I’m looking at her and she’s
always smiling her bright eyes. So then she gets up and she’s like “Bye Miss
Jensen and then Miss Jensen is like “Bye Stacey and then she came over to me
and “Bye Miss (name)’ “Oh my God this is Dave’s daughter don’t do anything
wrong.’ and I’m like ‘So respect their bodies’ and she put her arms around me
I’m like ‘this is not wrong!’ and I tapped her on the back but I was like a robot!
She went over to Miss Jensen after me and she did the same thing probably
because she didn’t want to hurt Miss Jensen’s feelings and Miss Jensen wrapped
her arms around her and I was like ‘What is going on?’ So I get like - Its so
hard! At recess I know I made an assumption that Miss Jensen was going to
make an assumption about me if I’d gone off to play tag with the kids and so I
guess I was the mean student teacher because she was like ‘Well...’
So I still walk in that class like stepping on eggshells. I love the kids but I
always see the teacher looking at me out the comer of her eyes which she’s
supposed to do but it’s so hard. A lot of the time I will purposely, I will make it
my effort to make sure that my back is to her face so I can like you know ..”

380

Frances:
It was probably like you kind of like you thought that you’re not seen as an
authority. I -we were at recess for lunch and this one little girl’s called ‘the
school yard bully’ (laughs) She’s so cute but she’s the schoolyard bully. When
we rang the bell to come inside and she didn’t come in so this is probably like
the first week or maybe the first day or something. So I was just getting to know
the students and she’s still sitting on the jungle gym and everybody’s inside, like
‘okay’, and Suszie went in and I’m like ‘Okay I’ll go and do this’ am like ‘Sarah
come on’ you know ‘its time to go in’ and she’s like not even looking at me and
I’m ‘Oh my God what am I gonna do? Coz I don’t know how Susie disciplines
them yet or like how she talks to them it was like the first day so I’m like
‘Sarah! You heard the bell! Lets go!’ you know so I had to like walk over there.
So I’m like (firm voice) ‘Sarah!’ and she finally turned around so I’m like
‘Let’s go!’ you know so I brought her in ‘Sarah wouldn’t come in you know and
she’s like ‘Oh!’ so come to find out she does like have a little behavioral
problem but she has mild seizures every couple of seconds so she’s a lot of the
time she’s not there and she said Susie said she can have - be very like reactive,
really not listen but we think at that certain time she was having mild - like she
has them all day long you know so sometimes you can’t get her attention at all.
So I’m calling her name and she’s spaced out like. May be if she saw me and
saw me talking it would be different but I thought she was totally blowing me
off like ‘I’m not coming in because she’s telling me to come in.’
Toni:
I can’t think of anything. I wouldn’t go for perfect but it’s funny that like
Tracey’s been talking about how she didn’t’ play um. I play duck, duck, goose
and they always pick me. And my teacher was saying if I was young I would
get down there but I can’t get down and like there’s this one girl with Down
syndrome who always like drags me to play and I just have such a weak heart
for her. So I just I’m like ‘Okay she likes me right now so I always have fun I
will play.’
Frances:
My teacher does somersaults in the yard and stuff
Toni:
They need to see that you have fun too like not just like even though they
probably just see me as a friend coz I get right down like duck duck goose yes!
And then they always pick me and I have to getup and it’s like - but it’s fun like.
I have fun as a teacher like when I have my own classroom I’ll still I’ll be like
‘I’ll play’ and I will play sometimes. That’s all I can’t think of a conflict or
anything.
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Round four: To what extent can you be the ideal teacher in your classroom?

Melissa:
Um I guess just like build from the experience. I mean this is just -1 mean like
yeah you do have to follow the teacher to a certain extent because it is her
classroom and my teacher has been teaching for like thirty-five years or
something. She does like no lesson plans and - and all that so it is kind of hard.
And I guess just build from how she creates relationships with her students and I
feel like I’m a lot more comfortable than I was before coz I-1 didn’t go on like
Thursday and I only went the Friday the first week and it was just -1 dunno I felt
really like really awkward like when the kids came in I just sat there and if the
kids came up to me and they introduced themselves some of them. But um I
was just really scared to get up . Like it just felt really weird to get up and be
like ‘Hi I’m Miss I.’ That’s another weird thing being called Miss and your last
name. It’s weird I’m not used to that at all, just my first name. Anyways build
on it and take part of what I like, what she does, and then add my own so I mean
when I’m all by myself in the classroom for the first year it’s going to be so hard
but at the same time fun so I mean.
Jo: What would be really important for you to gain from this practicum?
Melissa:
Definitely gaining confidence in front of the classroom coz like I have (laughs)
I have such a fear of doing my lesson plan like I don’t even have a lesson plan
either but I just -like I can’t imagine. I dunno coz I feel like - coz they
(inaudible) I asked R if the head teacher has to be in the room all day long
because I have this fear that it’s not going to be like what she expected, like
‘You did the wrong - this wrong’ or something I mean she’s not like that but I
just feel she’s going to make the assumption in her head like you do it my way
and it’s so ... and just build a better relationship with the students and
(inaudible).
Freida: Passed
Sophie:
Classroom management, because it’s just so hard. We were talking about it at
lunch coz the kids are crazy, absolutely crazy. And just like how do you keep
these kids under control without like yelling at them? And I think that they
don’t listen and they’re very set on doing their thing and it’s not, you know, the
last school I was in Salmon Falls, very rural, not a city school and these kids not to say that all city kids have an attitude - but a lot of these kids have an
attitude and will talk back and it’s very different from what I’m accustomed to
and I like that they have personality and stuff. They’re very much unique but at
the same time I just don’t know -1 don’t know - so that’s something I really
want to just see how she gets the kids together and if there are any classroom
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management techniques and I feel pretty comfortable working with the kids as
far as teaching and stuff and working with the kids I feel - I feel fairly
comfortable. That’s really not a problem I can relate to - just being that
authority figure still like the, you know, not mean authority figure but needs to
be that ... Maryanne was saying - so much time is put into discipline that they
could cover a whole nother unit if all this time wasn’t put into disciplining kids
and I don’t know what it is or what could change to do that but I dunno.”
Jo What would you like to do?
Sophie
What would I like to do? To learn different methods or different ways to keep
the kids focused and like transitions are huge changing from activity to activity
is when you lose them and just I dunno techniques or something I don’t know if
there’s a set you know a how to thing coz I would like to know like
(cooperating teacher) she just has this essence about her they just listen to her
and I need that whatever she has. It’s like I want it - to be that fun teacher but
still have that control of the class to kind of mix the two the balance there I
dunno so ...
Jasmine:
Um basically to step in more to become more a part of the class instead of part
of the woodwork um to step up to my responsibilities in the classroom um I’d
like to help (inaudible) stuff like that but um yeah like I feel pretty comfortable
in front of the kids it’s just that speaking up when I don’t think things are right is
a problem when the teacher assigns me to do work that I don’t feel I should be
doing and does things that I don’t think should be done. I have this huge fear of
confrontation in general and I’m going to have to face it as a teacher with
parents and with students and with faculty and stuff like that and I’m just going
to have to say ‘No’ and say ‘This is how ..’ you know ,and ‘This is what’s
going on.’ and what-not - speak about it because like right now I’m just kind of
like sitting back and I shouldn’t... Just -1 want to be able to teach my, teach
the way I wanna teach without feeing uncomfortable around my teacher
(inaudible) we don’t have to teach the same way.
Tracey;
I was just going to say that definitely believe like do what you believe, teach
how you want to. Seeing as I’m in the position I’m like I am intimidated by my
teacher I just close my eyes, take a deep breath and you know teach how I know
is the right way to teach and how I’ve been taught before and to learn from my
mistakes and you know just gain confidence and not worry about it. Life’s too
short and like take the criticism, you know.
Jasmine:
What if you asked her to criticize your like write notes or something like that
that you could read later or something like that. So it’s not like direct - like you
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should have said thank you like where it makes you look has- so you could say
‘Could you write down your comments for me so that I can keep them for my
record or something like that where it looks like something you don’t have to
deal with it you know?
Tracey:
I feel so bad talking about her because she really is like - when after Miss Jensen
left like she came up to me and she’s like um because I we had to write down
our strengths and questions and like what I wrote I guess and she came up to me.
She’s like I just wanna let you know like I talked to another supervising teacher
about this and I’ve been doing this for over thirty something years she said and
you’re definitely one of the top three interns I’ve ever had. And that’s like an
amazing compliment but it’s like ... she’s not mean, I don’t know what I’m
saying I get mixed feelings .. like she walks in the room and everyone shrinks
and she walks out and everyone grows again .. They do like it’s so weird like
I’ve been talking to my mother about things, like I am a very confident out¬
going person this year. She told me that I’d changed she’s like ‘Where has your
confidence gone?’ She’s like even my sister, she’s like ‘You are so not the same
person’ and it’s definitely from this experience - its having a huge effect on me.
Jo:
Do you think it would be better if you were moved?
Tracey:
I dunno I just wanna get through it and just get it over. Like I dunno if I want to
teach right after this but we’re not talking about this we’re going on.But
this has been great for me because I sometimes take her personally too like ‘Oh
she thinks she’s so much better than me. I’m just dirt under the rug! ’... I get
to bed every, every night and I wake up and I check the days ... Oh! I hate it,
I HATE it! (crying)
Toni:
She like wakes up in the morning and says like this is going to be the last day,
she’s like ...
Tracey:
I cry every day and I’m not like that.. (cries) I feel like (inaudible)
Frances:
... coz I think her feeling, tell me if I’m wrong or right, we talked about this last
night that may be that this experience is making her not want to be a teacher at
all and I don’t know if like, like I knew she has an opinion that she doesn’t want
to be a teacher period - but, but may be if she had another experience, a good
experience, it would be so different.
Tracey:
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Well I look at teaching like what I’ll do when my kids are ten, twelve like I
don’t want to teach (inaudible)
Frances:
But if you had a better experience you never know if that could like a really
good experience could change that like you just don’t know you never know ...
. You’d rather enjoy it just a little bit than “Oh my God! I have to go to this
classroom from eight till three and I just sit there and I don’t even want to be
there.
Jasmine:
Well like the social anxiety isn’t helping you know. I can only imagine what it’s
going to be like for you through your lesson plans.
Tracey:
What am I going to do like? I’m not going to do it then. I’m not going to do it!
Yeah! I’m telling you right now I won’t do it! (crying)
Jo: Well don’t do it.
Tracey:
Well what am I going to do?
Jo:
Well let’s try and find you another place
Tracey:
I can’t quit though! (crying)
Jo:
It’s not quitting. It’s just moving.
Tracey:
But she already like intro-like I’m not even saying I want to do TEP but she’s
like introduced me to the president of TEP and like made me feel so
uncomfortable and she said ‘I’ll write your recommendation’ like and she’s so
sweet like that but it’s just like but if I left now God only knows what she’ll say
to C or whatever her name is- like I dunno.
Toni:
That would be an assumption!
Tracey:
I wanna graduate tomorrow (cries) This sucks so bad!
Jasmine:
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May be like someone like Jo or M or someone who you feel comfortable with
talking to her about what you need in the classroom, what you need out of it and
what would make you feel more comfortable, you know not saying it’s a bad
thing.
Freida:
You should tell her (inaudible) ‘I don’t know why but I feel so nervous in here I
don’t know if there’s something ..she’ll respect you if you like - it sounds
like she already does respect you from what you said. I mean it sounds like just
how this woman is I mean some people are just like this and you’re always
going to run into difficult people to work with and then you can get through this
then you’re that much more experienced and all that type of thing you know.
That’s what my parents always tell me that you’re never going to like, not
always going to like your bosses you never..
Tracey:
Yeah that’s why...
Freida:
Learn how to deal with it
Tracey:
She doesn’t want to talk t me at three o’clock ‘Later! Bye!’ I’m like .. I’m just
so scared with all the lesson plans and everything she always like “I expect you
to write this on paper and everything and I’m just like ‘Yes’ and I’m trying to
take notes like mentally and physically on paper and she kept going fast and she
said Oh! I can’t even explain it and she said ‘Oh we’ll discuss this later’ and I’m
like ‘Oh my God! Are you kidding me?’ but you know if I switched I’d be so far
behind.Thank you everyone!
Frances:
Yeah, just more confidence and like classroom management. I did one last year
and I was collecting all these ideas from the teachers and one’s a stop light. And
she had red yellow green, and also the finger, and also the countdown, she gets
to (inaudible) you miss a recess and what’s cool is that my teacher has a wind
chime so when she rings it, it gives them a certain amount of time and right
away you have to turn around and eyes on her - it’s really cool coz they like the
sound of it like they know what that means - they have really great ideas and I
just want to be able to come up with those creative ideas that those teachers are
coming up with. My teacher does sign language so she like doesn’t even speak
so she sees how long it takes for them to get their attention. Yeah, she’ll say
‘Okay! I’m counting down in sign language’ and she’ll walk away, walk around
the room see if they’re .... (inaudible) So I think classroom management is like
the biggest thing I’m trying to get a hold of all the (laughs) see what works best.
Toni:
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Um my teacher does the exact same thing except we have four bells and each
week a kid gets to ring ‘em. Like she’ll be like ‘In one minute go over there
and ring the bells and then all eyes on the teacher and so our teachers like help
each other a lot. But one of my goals for this year, we have er reading related
activities which is the independent ones where our teachers have reading groups
at that time well so like five of the kids are in reading group while the rest are
around the room and they still like in the beginning they only went up to Miss S
They were like ‘Ms. S, Ms, S, how do you do this?’ and then the next day they
were like ‘Alright so there’s this other figure’ and now they’re kind of like the
majority of them to me but still they go up to Ms S so I’m hoping that by the end
Ms S can do her reading group and they’ll just come to me without like having
to bother her and (inaudible) so I’m kind of hoping they’ll see like ‘Oh! Toni
can do it too’
Closing: Say what you’re looking forward to tomorrow.

Tracey is caught between wanting to leave the classroom and offending her cooperating
teacher. She feels she gets too much negative feedback. She is afraid of upsetting her
cooperating teacher because she perceives her as being in a very powerful position to
affect her future.

Circle Two
Round One:
I passed out a one-yard piece of string to everyone and I invited them to stand up and
each bring someone to the circle that has taught them something that they really value
and as they speak tie their piece of string to their neighbors. When the circle of string is
complete they put it at their feet.

Melissa:
Um I bring my Mom to the circle just because I think she would (inaudible)
learned a lot and I guess be more vocal about her and.
Jasmine:
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Um I would bring my father to the circle because um he’s taught me that just
kinda - because um he’s taught me that just kinda keep plugging, keep going.
He’s had a lot that he’s had to - has had to like work through so it seems like
very year it seems like there’s something new or something else going on with
him - so it’s (inaudible) and he never gives up and he always is smiling, and is
always, you know - and like he never brings me down or anything like that so I
would bring my father to the circle.
Sophie:
I would bring my neighbor Ben to the circle he is four years older than me and
he was just a really big role model in my life. Um he also taught me his faith is
really important to him and he just he taught me the importance of that I think.
And how you know that was the center of his life. But he was just, I dunno, one
of those people who everyone kind of flocked to and he just had - he was a very
admirable person I think and making sure like he got to know everybody and
just a very people person. And um a very - like a very generally nice guy and I
just learned a lot from his actions and it really made an impression on my life.
Freida:
Um I would say my father as well because he’s taught me to be calm to and to
um not sweat the small stuff and to um to be proud of myself.
Tracey:
I would bring my sister to the circle coz she’s been working me through like
everything. She told me like always be true to yourself, be happy, don’t
compromise on happiness and she’ll crack you up.
Frances:
Um I would probably bring my mother too. Um she’s taught me to be strong
and independent and (inaudible) that there’s hope for anything meaning you can
do anything you want to if you put your mind to it.
Toni:
I would bring my grandmother because she’s the only eighty year-old woman I
know that works out five times a week and is on like the cover of the YMCA
(inaudible) or (inaudible) She’d the strongest lady you will - she’s like strong the only reason she will die before me is if she gets in a car accident (inaudible)
she is (pause) the strongest woman in the world like she’s like what holds the
family together.

Question: What is the purpose of education or what should be the purpose
of education?

Melissa:
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I think education should be a safe and accepting place for all kids and um
(inaudible) learn to learn stuff.
Jasmine:
Um I think education is empowerment I think that it um it - by being educated
so many things can be done and so many things have been done because people
are educated so I think that is a huge part of education is to empower people.
Sophie:
I think education is about - it like they say creating a safe place for them to beum not everyone has that at home and also just a place to build life skills both
academically and socially um skills that they are going to need in the future. I-I
think that social skills are almost as really equally important as their academic
skills in order to get on in the world and just to see - to show them their
possibilities that they have and to prepare them for the future.
Freida:
I think education is about giving options to people um and for, for the future and
just knowing that there are more options and er being safe.
Tracey:
Er I think education should be built on (inaudible) and um the quote in Laura’s
class (inaudible) the safe-provide a safe community for the children to like pose
questions and stuff and also she brought up like social skills and stuff. I mean I
don’t know if any of you were home-schooled but I think it’s like extremely
important for the children to be in school coz I think social skills are just as
important as education.
Frances:
Um I agree with Jasmine when she said that education is empowerment. It’s
also a place for a child to learn to grow into the person they’re going to be
(inaudible).
Toni:
Um I agree with everything everyone’s said, things I was thinking but I think
above all it’s like to learn and to be (inaudible) better yourself in that situation.
Someone who’s home schooled isn’t going to have the skills to go out and like
communicate with others because they were always there by themselves without
having to learn like to compromise learn like I dunno I just think of it like school
teaches you a lot more than academics.
Question: How democratic is you classroom? How much power is shared
in your classroom?
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Melissa:
Um I think over all it’s pretty democratic. The teacher, there are just some
behavioral issues in my classroom that she can’t control a lot of the times that
she has to(inaudible) the assistants just have to be there for the kids so I guess its
pretty good. I think they just follow the code of conduct for the school they
don’t really have their own rules in the classroom which I think is interesting. I
don’t know if she made them in the beginning and just didn’t put them - or it
would have been interesting if the kids had taken a bigger part.
Jasmine:
Um mine is not democratic. Um the teacher says what’s going on and then
kids’ll just-they’ll kinda do it. No-one really seems upset by this but it’s not
really the kids choice of what they get to do. It’s just this is what’s being done
today and they just kind of agree with it so. It’s um - there are rules posted in
our classroom that she says they made up (pause) but they don’t really sound
like something kids would make up (laughter) so I don’t really know. I
sometimes wonder how much she tells is real (laughs) and how much is for the
answering of my papers so that she looks good so (laughs) I don’t know but...
Sophie:
I think mine is pretty democratic, um they have a rule book and made each pereach child um took a page in the book and they wrote out a rule and they drew a
picture for it. And so they have this rule book up there and um as far as even
their school work goes they have a lot of options as to what - what they can do
throughout the day um you know while during the work period they have like
you know they can do this, this , or this and they can just you know they go
about it and they do it. Um but then it becomes not democratic I think when
they’re not listening you know and the teacher has to step in and she’s like
alright you know go and sit down there but if everything’s going smoothly and
as planned it’s pretty democratic.
Freida:
Um I’m struggling with this question because it’s hard for me to really talk at
this level for some reason. Like she (inaudible) but she’s also up for suggestions
too like if a kid comes up to her like (inaudible) one of the boys would write a
story and she like asked a question about the race of that person and she said like
4Oh go and look at those (inaudible). Go and have and look in here like and see
if you can find out about it.’ (inaudible) in front of the class so it’s like - she’s
like open to their suggestions but she kind of runs it um like she um - it’s not
like a strict um like um catholic school classroom or where all the kids have to
sit at their desks like you know once it’s free reading time or anything or any
(inaudible) they can go on line, she’s always (inaudible).
Tracey:
Mine is like a strict catholic group. Um (coughing) there’s choice time in the
morning. It’s -1 think it’s forty minutes and that’s the only time they’re allowed
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to choose if they want to go to the art center or the (inaudible) center or the
computer center and recess of course. But other than that she’s very by-thebook. Um they did make up their own rules. I was there they say they did it and
urn she made a really cool bulletin board of it. It’s very colorful. It has all their
pictures on it and it’s in the child’s handwriting they made the rules themselves.
So I thought that was very good but other than that she’s extremely, extremely
by-the-book, definitely very, very, strict.
Frances:
I think my classroom is in a way democratic um she has the authority over them
obviously um but she gives them choices, er, a lot of choices for each subject.
Like if we’re doing writing or math she’ll give them like four different math
choices to choose from and they’re very independent. And um but they, there
are some rules and they know that and I don’t think it’s - it’s not posted on the
wall or anything like that they just know it so..
Toni:
Er our classrooms are pretty much the same with the - like we have like my
teacher - it -we know what we’re going to do during the day but like we have
like reading related contracts with like fifteen different things on it so they don’t
have to do - they get to choose what thing they want to do during the day so they
the teacher like has the (pause) I guess she has some say over it but the kids also
have their own choices to make so I would say they listen to her. They, she calls
like the final (inaudible) so they like they had those choices so I guess that’s it.

Question: How’s it been going since we last met?

Frances:
All the first grade teachers were gone so I had a substitute teacher who just er
graduated from TEP last year. We had a substitute but like yeah but they didn’t
want to listen to her they would listen to me more! Then they listened to her
(laughs) yeah but it was pretty great. It was good but it was not a normal day.
Toni:
It was very loud the first grade.
Frances:
Yeah in my classroom especially
Toni:
I had a sub, but my sub knitted and read a magazine the whole day. She was while I taught the whole entire day she sat there and knitted and read her
magazine and didn’t do anything. The kids are like going crazy and I was
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having to deal with the problem. She didn’t even try to like stop them and have
them eat snack she just stood there and watched me deal wit this problem with
like a friggin’ idiot. I was like you’re getting paid and I’m doing all the work so
was so s... it was horrible.
Frances:
It was good though because you got the feeling like this was your classroom.
Toni:
Yeah I did it the whole day.
Tracey:
I did it Thursday and Friday and it was funny. And I had two subs that were in
there but I found that kids were listening to me more than her. But also she was
much more - bother of them - much more comfortable with me taking over.
Like it was just a huge difference when she went to start doing morning meeting
and then the rest of the day she said ‘Can you do this? Can you do that?’ and I
felt so comfortable and it was an awesome, awesome experience.
Freida:
subbed for a day - they know you’re a sub and that you don’t know the rules
and they take advantage of that.
Jasmine:
I’ve never subbed or had a sub in my class er but my weeks have been going
really well I really love my kids and I love the classroom like they’re just great
kids and they’re just so excited about learning and so it’s so funny coz I feel like
I never remember being that excited but I’m sure I was at some time but like
they just love learning for some reason like for some reason (laughs) but no they
they’re just having a good time and like I ljust love being in that atmosphere it’s
exciting.
Jo:
How’s the Goodness Guerilla’s going?
Jasmine:
We’re doing good. We have three hundred and forty-eight can tabs yeah and
you know we’re counting them and stuff like that and so they’re having a really
good time and I’m trying to figure out where to go with it now. Next week I’m
going to start writing letters and then we are going to get a senior citizen pen
pal.
Frances:
When does it end? Like the caps?
Jasmine:

392

Um I’m doing it straight until we end.
Frances:
Oh!
Jasmine:
And then we’ll just donate ‘em. Yeah it would be great coz they love it coz I
think I’m actually, I’m going to start it on my floor too coz the kids like die
when they see - they come in especially when like the teacher comes in they’re
like ‘Oh my God!’ (whispering) Like you know they like - they like press their
faces against the thing like looking at it every time I come in. They like ‘Look
at!’ They’re like really excited about can-tabs and then I find myself becoming
like strangely obsessed. I’ll like see a can and it’s like I’ll be, I’ll be in like a
restaurant and I’ll be like I should NOT pick that out the trash (laughter). So I’ll
be (pause .. laughter) like honestly I’ll walk by and sometimes I’ll see one on
the ground and it’s like a penny it’s like it’s weird I’m like strangely obsessed
too now. I’m like the weird teacher you know (laughter) I really am - but
they’re doing good - they get a little crazy though when we have the meetings
now coz they’re so excited.
Jo:
Yeah, so they have their badges now?
Jasmine:
Yeah they have badges now coz they’re official members
Jo:
And how often do you meet with them?
Jasmine:
Well usually once a day because I usually try and come up with something coz
they like it so much but they get a little ...
Jo:
So she gives you time every day?
Jasmine:
Depends like if I have something planned I’ll be ‘Oh well I need to do this’ or
something like, like last week um we did the um membership ceremony.
Jo:
That was wonderful!
Jasmine:
And then the next day we videotaped us counting coz I had to do the videotape
so. And so since we’ve started we’ve done it about every day but I don’t know
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what I will do tomorrow because I think I’m planning on writing a letter so
they’ll go and get their badges so ...
Tracey:
So you started it?
Jasmine:
Uh huh
Tracey:
It was your first lesson?
Jasmine:
It was my first lesson yeah and it’s just - it’s just a book I read about like a
group of kids vol-doing good deeds and they call themselves like the Goodness
Guerillas. They did random acts of kindness and they - it wasn’t just one
person it was the whole like group of kids and like there was one kid who was
left out so they brought him into he club even though he was like really mean
and then he became nice because he was just lonely. And so and then we started
the Goodness Guerillas club and then I wanted to come up with something coz
they’re really low income that they could do that wouldn’t cost any money like
if I like we - say we did um - say we did collecting food for like the needy. The
food maybe going like to them for all we know like ninety-three percent of the
school has free lunch and like all that kind of stuff so it’s like who knows? This
was like one of the only ways - the can-tabs was the only way that I could think
of that I could do something for like to honestly help someone else.
Frances:
How did you get the um did you look it up?
Jasmine:
Oh I just yeah I had I knew someone who had done it at one point I had no idea
what it was for so just I googled it and like it was for Ronald MacDonald House
then I found there was one in Springfield so it was like helping the community.
Sophie:
Um well I think its been going really well. I’ve kind of like learned to take
somewhat take auth- you know to be an authoritative figure. It’s coming coz the
kids they’re just they just don’t listen to me (low and sadly) and they don’t. And
one kid -1 was doing a penmanship class and same kid was it last time when we
were here and I - it was right after that kid had ruined my lesson.
Others:
Yes, yes.
Sophie:
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The same boy I was doing another lesson with him and we were doing a
penmanship lesson and he used that first (inaudible) T’m not doing this!’ and
I’m like ‘right well you can go and sit over there’ and he said ‘No I’m doing it’
and I said ‘okay’ so he starts doing it and then he didn’t get the number he
wanted or something and then he just he puts his stuff down and he’s like T’m
not going to do it’ I go ‘ All right then go and sit over there’ he goes T’m doing
it’ I said ‘No you’re not (laughs) it was just like I said ‘Go!’ he said ‘What?’ I
said ‘Go! Sit ov’ - I was like ‘If you’re not going to participate in class then I
don’t want you in any part of this’. So he went and sat over there and he’s really
mad at me for a while. One of the kids like ... ‘Sophie (name) doesn’t like you
coz you’re mean’ I was like ‘Oh no!’ but later like he was fine. He was like
asking me for help with his work and stuff so he was totally fine so I think there
are some um there’s a little more respect now that they know that I’ll take action
and I’m not just gonna put up with it. And I kinda learned that signs of when to
pay attention to him and when not to and to it - it’s been working out well. Its
definitely um like we’re reading stuff about all the attention seeking behaviors
like in that book for Dave’s class and I can totally see it you know I’m like okay
.. Um so that’s been a really good learning experience I think and um we also
have this little boy um, who doesn’t speak very much English, he’s er and he ‘s
um he’s ADHD too so it’s very, very hard to get anything done with him and to
see the progress of a what he’s doing. He’s just like basically learning the
alphabet right now in first grade and um - but and just for him to focus. We’re
doing an Art lesson and for him to focus - he wasn’t paying attention and I was
trying to help him and he didn’t want to and he started crying (sigh) and I just
don’t know like - it’s hard for me to try to find what the expectations are for him
because he does a lot of work like within the classroom. The special ed teacher
is there too so I kinna got the chance to talk to her and ask like what are your
expectations for him coz he wasn’t doing what the other class children were
doing, you know, he - if he were any other student in the class but he would
have been in trouble for not listening you know and so (inaudible) you know the
teacher just had him doing other work that he needed to get done in order - But
he’s doing anything he needs to get done so um so it’s just been kinda just
finding out like what expectations are for what kids especially seeing as they’re
at all different levels first, second and third grade and but when they come and
say ‘Oh Sophie! Is this okay?’ And you know is this okay work and it’s hard for
me to know and what the expectations should be. Um but it’s been coming
along I’m enjoying it. I actually like don’t have so much freedom when I do a
lesson, she has like Montessori is very like they all have the same materials and
they do the same thing and they have a certain way of teaching the lesson which
I get to do a lot of lessons. But kind of their way so I have -1 dunno Fve been
able to do a lot but not so much to be super-creative

Critical multiculturalism
Sophie:
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Yeah, I really like the way they’ve started doing science. They do - they start
out like at the very beginning like creation and evolution. Yeah, so they have all
these things like the earth and the different layers of the earth and they do, um,
they write a story and they write down so many different perspectives and they
read the story of Genesis from the Bible as one perspective of how the earth is
made and then they read some Native American fables about how the earth was
created and they know the signs like they (inaudible) And so she’s like what are
we not - we don’t know the right answer and coz somebody asked when she was
reading a Native American fable she said ‘How is that true?’.. ‘Well that’s a
good question I’m glad you brought it up’ she’s like ‘for somebody it’s true’ and
so she presented information that way she said you know for somebody this is
the truth and for other people you know like Genesis is the truth and you know
who are we to say that that’s not true because that’s what we believe (inaudible)
I really like the way she presented it and that there’s so many different ways like
you can look at it.

Sophie:
I feel like I’m kind of learning to find the line of being mean like you know. It’s
not necessarily being mean. You may have to raise your voice and go like “No
you can’t!’ You can be firm but its’ not being mean and I don’t think they see it
as really you know. At first for a second they might see it as being mean but I
dunno, I dunno if they ...”

Jo:
Right and then they’ll call you mean and that’s another button that we have
because we don’t wanna be mean”
Sophie:
Like I don’t care if he thinks I’m mean like “Oh Man! I’ve oppressed a little
eight year old in class (laughter) I’m a mean person. It’s like later he was like
joking around with me and like so obviously.. er none of the others ....
Yeah well they think he probably sees a lot of negative attention I - a lot of kids
that’s how they get attention I think at home and I don’t know if that’s if it’s a
cultural if you know like in some families that’s just how it is.
Jo: It means somebody cares about you if they’re yelling at you
Sophie
Right and I th -1 dunno so I dunno if it’s a cultural thing coz you know the kids
they respond to it so I dunno.
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What presses your buttons and how would you like people to respond?

Melissa:
The kid had taken a balloon from art class and my teacher wanted him to go
return it and she was like ‘Oh like Miss ‘I’ will go - escort you down there’ or
whatever and so he started to kick the balloon and it just, like it just a trigger
reaction and I grabbed him like I didn’t grab him forcefully but I just kind of
like of like - so frustrated coz the balloon -1 didn’t want him to have the balloon
(laughing) and then I - course this happens like right in front of like a therapist
or assistant’s like door and she walks right out and I don’t think she was walking
out for like that reason but she saw it and said ‘You can’t do that’ I was like ‘I
know I can’t’ it’s just such a reflex action and I think that’s - it’s so hard in a
classroom because you have just like reflex actions that you don’t wanna do and
I wouldn’t want to be treated that way either. It’s just sometimes when I get so
frustrated it’s just you do it in the moment and you don’t even think about it and
it’s just kind of it was a little traumatizing but I think it’s better now.
Jasmine:
Um mine is like being respected when I respect other people. Like when um like just being respectful like. Like you said listening to someone’s point of
view. Respect like I find like it drives me nuts when people are selfish, like do
you know what I mean, when they’re only thinking about themselves and don’t
care about anyone else. It’s just like there’s them, them, them that really pushes
my buttons for some reason. A lot of times my friends get in those kind of
moments, like I mean everyone has their moments, it’s just it’s something that
drives me nuts. And so I guess like the best way to solve it is just like if I talk to
someone about it. I mean I never really I don’t end friendships over it or
anything like that but it’s just it definitely- something that needs to be talked for
me because then I start getting like disgruntled or something like I - like I - like I
don’t even want to talk to you like so, you know like, if I talk it out I get better
even though I just said I don’t want to talk to them but that’s okay.
Sophie:
Um I think I get really mad at people when they say they’re going to do
something and they don’t do it like when people like ‘Oh yeah I’ll call you
back’ and they don’t do it. Like people cancel plans and they say they’ll do
something and then they don’t. Like it just - it really makes me mad. It just
makes me feel kind of less important or when people are just, I dunno, one of
my pet peeves is when people are consistently late and sometimes I am too but I
dunno. I have a friend who just always like guarantee she’ll be half and hornlate for everything like important things, not important things, and it just makes
me mad. Like you said when people don’t listen - with them - the kids in the
Spanish class that I’m teaching, there’s kids that are doing so bad in class when
I’m writing everything on the board as I go and I’m explaining things and
they’re just not paying attention and not listening about writing anything down
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like .. and they don’t do their homework it’s like “What! Its all here for you”
It’s like I’m explaining it and writing it and giving you time to ask questions
and they just don’t. And but I think I just needed the time to kind of express
how I feel -like I told my friend one time I was really mad at her for something
just let me be mad for five minutes - just five minutes she’s just like “okay’ like

Frieda:
But on the larger scheme of things um when, when people (inaudible) so
stubborn what they’re thinking I can’t stand that. Um and biggest one probably
is um I have a lot - like I have a sister and I told you this how she repeatedly
stole my clothes but - still does like still does, takes my clothes all the time and
I, you know, I spend a lot on clothes like buy a lot of clothes. I have a sopping
problem so like when she doesn’t spend her money on clothes and just takes
mine it drives me nuts. But then what pisses me off is that she lies about it and
says ‘No I don’t have that’ you know, and then I find it in her room and like all
the time she lies to me all the time and I hate that I hate lying like ‘Don’t lie to
me!’ coz I don’t want to think of her as lying to me I want to believe her, like
she’s telling me something, like she’s my sister, I don’t want to I guess I can’t
see why people would lie like ..
Tracey:
Um mine has to do with my sister who I invited to the circle and I don’t know
why I invited her.
Freida:
So she can hear it (laughter).
Tracey:
Yeah my family is like so, not my mother, me and my mother, but my family is
so sarcastic and I can only take so like much of it and then I’m like ‘Oh my
God! I want to kill you and my sister and I we fight, even like me and my
twelve year-old sister fight, like she’s so sarcastic. I’m in the comer crying,
crying because I just like want to cut her head off and she’s like ‘Wow! You’re
crying now I got you!’ like ‘Tracey you should really calm down.’ I’m like
‘You are ten years younger than me, like, I hate you!’ and my brother who’s
sixteen - it’s just like we clash just so bad because I’m not like that like I’d
rather like scream - like this close to each other in a fight. And they’re just like
‘Wow! You’re really psycho today’ (laughter) and I’m like if they just
understood how I was. I’ve been like this forever like nights I’ll go into my
Mom’s room she’s like ‘Tracey stop crying, they’re just fooling around with you
I’m like ‘I hate them they’re so sarcastic. They get under my skin it’s bad.
Frances:
Um it would probably be um when someone doesn’t listen or like lying even
with the first graders like I’m like now is this what we’re supposed to be doing
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and they’ll be like ‘Yeah’ and I know they’re lying and they know that I know
they’re lying but they’ll continue to do it and I-I just wanna be like- like ‘So is
this what Ms. S would really let you do?’ ‘Yeah, yeah we can do this, this is one
of the activities’ and then I’m like ‘Okay, I’m going to ask Ms S’ So I go like
ask her when I come back they’re doing something totally different and that just
totally kills me like they know that they’re lying to me and they just continue to
do it.
Jasmine:
And then I feel stupid that I have to go ask just like I’m asking you this knowing
that they’re not supposed to be but I still ask you you ... Oh!
Frances:
Yeah - even it’s like the eighth like the second month we’re there and I’m still
like are they still supposed to be doing that you know like and they know that
they’re not supposed to be but that just gives me anxiety I guess.
Toni:
Er my pet peeve is what actually happened today, is when people make you feel
stupid. Like they just talk down to you like you have no clue. There’s a
particular person, Dan, who I’m sitting - they’re talking about the Red Sox game
tonight and I was like ‘I can’t drink tonight (inaudible)’ and Ben goes um I
dunno he looks at someone else and goes ‘Is she aware the Red Sox are going to
win the World Series today?’ and I’m like ‘I am aware I’m a very big baseball
fan like I’m not a stupid girl who doesn’t know about sports an I was - it gets
under my skin so badly when people don’t especially wit sports.’ It gets me I get
so fired up like I want to punch him but he’s a very (inaudible) I hate when
people talk down to me it’s probably like I hate it!

Yeah well they think he probably sees a lot of negative attention I a lot of kids
that’s how they get attention I think at home and I don’t know if that’s if it’s a
cultural if you know like in some families that’s just how it is.
Jo: It means somebody cares about you if they’re yelling at you
Sophie “Right and I th -1 dunno so I dunno if it’s a cultural thing coz you know the
kids they respond to it so I dunno.
Jo:
Does E do anything about that sort of behavior?
Sophie:
She talked to some of the kids. She talked to this kid and this Mom the other
day. Her Mom’s really young, she’s twenty-four um she talked to her and she
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said she brought up the fact that, you know, she always has an attitude with the
teacher. And the other day she said something to me and I was like get out of
the circle and she said ‘No’ and I just told you to get up and she was like, she’s
like ‘No!’ and I was like ‘Yes!’ She’s like ‘I don’t want to.’ I was like ‘I know
you don’t want to. I don’t care if you don’t want to.’ I said ‘Get out of the
circle’ and she went like ‘Fine!’ and she like stormed away but the teacher, urn,
she’s like - she told the Mom and she’s like I know she’s like it at home too and
she said like I want you to know that you’re not - it’s not just you at home coz
she’s a single mom and everything. She’s like, something has to be done. She’s
like ‘I know’ um so she’s talking about different ways of - for her to I dunno it
see somebody about it or something coz she’s really just, you know, if she
doesn’t get her way she’s just out (inaudible) but I mean she will address it. She
does not let attitudes like that go. She’s like, she’s like ‘No! Go!’ show me
(inaudible), change your face I don’t want to have that attitude in my
classroom.’ She said ‘You can go sit outside I don’t care’ She’ll make them go
do their work in another classroom sometimes. I think yeah like for a little bit if
they can’t do their work there.
Jo:
They don’t make it part of the curriculum then?
Sophie:
Oh they do and we have the rule book theatre thing and they go over the
different things um but we - she made a big deal. We had this game where you
have to find a partner and you have to say ‘Oh he-Oh it’s some kind of song
where you have to shake someone’s hand and say ‘Oh hello, hello, how are
you.’ I dunno and it’s in Spanish. But she um one girl - this - that one girl that
no-one likes put out her hands and her - and she like walked away and she saw it
and she just like stopped everything and she said ‘That’s not acceptable and so
she’s like, you know, ‘When I was a kid like kids did that to me and it made me
feel really bad!’ and so she’s like ‘I will not stand for that in my classroom at
all’ and so she made the two girls go talk about it together. And she goes ‘You
need to work that out.’ she said ‘A go tell her how it made you feel.’ and she
said like ‘You need to work it out together and then come back over here.’ So
and she’s like ‘I will not tolerate that.’
Frances:
How old’s your teacher?
Sophie:
She’s about thirty-two or so. She definitely has an attitude though. She will get
an attitude with the kids definitely which is good I think for them to have.
Toni:
Do you feel like you - like you need like -in the setting you’re in you need to be
like attitudy?
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Sophie:
Yeah and that’s funny because we were talking about that in the three-way.
She’s very vocal and you know she will call kids out and she will you know.
She just she doesn’t always yell all the time but she’s very stem and um she will
- she’s like you know ‘What are you doing?’ and da da dah. But she said that
one of the other teachers is just very different the way of discipline. So I want, I
haven’t gone to her classroom yet but just-I’d like to see how she does it coz I’m
sure she has similar issues. We have more behavior problems though. This
guidance teacher had such a hard time the other day I was there at the end of the
class. She told the kids, ‘Your assignment is to write a paragraph as to how this
class can work because right now it’s not working and she was like no-one
wants to do lunch duty in our room like they don’t, nobody wants to do it
they’ve changed people different times because everyone hates our class They’re just so bad if they’re not with her. They’re just not
very good at this - not with the teacher. And I think she’s going to be, we’re
having a sub the second part of the day on Friday and I thought we were going
to have a sub last Thursday and I was so scared. It was like ‘Please be there!,
Please be there!’ And she’s like she’s saying I should sub there over winter
break. I’m like I don’t know the kids are so bad (laughing) I don’t know!
Tracey:
Do you think if she wasn’t there (inaudible) the kids would be good with you.
Sophie:
No!
Toni:
So you think you have to be more like stem with this group you feel like you
have to raise your voice.
Sophie:
Yeah. A lot of times I mean and you can’t just be like ‘Alright don’t do that
again’ You have to be like ‘Go! Go! Get out of the circle. And it’s just like it’s
frustrating coz you know it’s so funny in the curriculum class with discipline
you know there are just so many like different ways I mean (inaudible) that just
doesn’t work you know.
Toni:
It probably doesn’t though.
Sophie:
And I can’t you know I’m just like I kind of model like try to model what she
does and I’m like -1 let them (inaudible) I did a penmanship lesson and they
kept talking and I said ‘I’m not doing this for me’ I’m like ‘I can write these
letters fine’. I was like (laughter) you know ‘I don’t need the practice doing
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this’ and ‘I don’t want to hear anyone else’s voice’ and they were talking and
someone else started talking again I was like ‘I don’t wanna hear it’ and I heard
his voice and I was just like ‘Go!’ He was like ‘I was just telling him to be
quiet.’ I’m like I don’t care what you’re doing you can’t be part of this lesson
and then he’s like ‘What?’ He ‘Miss!’ I was like ‘No’ he said ‘Miss!’ I said
‘Go!’ so it was so bad (laughing). And I went and talked to him ‘I’m sorry’ He
said ‘I was just telling him to be quiet’ I said ‘I know but I asked people not to
talk’ and I was like ‘When I say that I mean it’ and I was like you cannot be
talking and it’s like next time it’ll work out better. I think you can’t give them
any chances coz they will just (pause) will walk all over you.
Jo:
So do they deliberately give her these- the behavior problems?
Sophie:
Yeah there, there are two inclusive classrooms, ours and the teacher she’s
talking about who has different discipline methods. But we have more. I was
talking to the special ed teacher because - goes back and forth between our
room and her room and she said we have definitely the behavior issues. There
are more in her room - there are more the learning - the learning issues and I
don’t know if they meant to do it that way but we definitely have the behavior
ones.
Jo:
E has them go and work it out and has them - the one that’s been insulted she
has them confront them and say....
Sophie:
Yeah, she’s like ‘Go over there and talk.’ She’s like ‘Tell them how it made you
feel.’ she’s like come up with a solution. I had to work out something with the
kids the other day. One boy didn’t wanna - he- one boy hurt another boy and
then like not really by accident, he didn’t mean to but - him - though he’s just
like ‘I feel really bad he won’t talk to me’ and I was like ‘well?’ and I go around
and said ‘S. come over here’ and he said ‘Well you need to’ and they both told
me what happened and then I had to go and like meet in the circle E had to go to
a parent or something (inaudible). ‘Well you need to come up with a solution as
to how we’re going to fix this and S said like ‘Well I could eat lunch with him. I
can you know -1 wanna see him’ and he’s like ‘I wanna be his friend’ and I was
like ‘Well then you’ll work it out’ so they sat there and talked about it and I
went over there and then they just said they weren’t going to do anything about
it like it’s okay and I said ‘Are you both okay with this. Are you both going to
be friends?’ And like great like fine but she really encourages them to (pause)..
Jo: Stick up for themselves.
Sophie:
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Yeah definitely and then you know when they’re like ‘Miss they took my chair!’
It’s like don’t tell me I said ‘What do you want me to do about it? It’s like
‘Work it out!’ So she really encourages them to kind of deal with their own
issues and she’s like I can’t be here all the time to do that so and ....
Jo:
Right, right, well that’s a form of empowerment isn’t it. What about the ‘mean
girls?’
Toni:
We have something called ‘repairs’ that if you upset or hurt another child you
have to do a repair. A repair can be writing a letter, drawing a picture, giving
them a hug and it’s like it’s always known that like ‘I’m sorry’ isn’t enough.
That’s just the first step to it but I like how she does it with pairs like she’ll once they were all acting up and she was like ‘I want all of you to do a repair to
me coz you really were like hurting my feelings’ and this one little boy comes
up to her and he’d gotten this little heart eraser that said um I don’t even know
he’s gotten it for himself and he goes ‘I have to do a repair so I’m giving you
this Miss S I was like ‘Oh my God! you are the cutest thing’ And she said ‘I’ll
take it now but how thoughtful of you!’ He’s like the most thoughtful little boy
and I was just like that is so cute you know so like they do repairs. They usually
like um they’ve been writing a lot of letters, they usually write the other person a
letter like ‘I’m sorry I didn’t mean to do that.’ You have to give them a hug like
do something like to repair it so you have to make effort to repair it which I
think is cute so they all know like half the time they just do repair on their own.
Jo:
So the mean girls?
Toni:
Yeah, they have to do a repair and my teacher will usually be like so they were
like this one little girl’s crying in the comer and three girls really upset - she
was like I went up to her and said ‘What’s wrong and Miss S was like ‘You
know what girls? She’s like you need to fix this problem and they all had to go
talk about it and then she stopped crying and they all hugged and it was um
better but she tries to have them deal with the problem she’s like coz I can’t fix
her tears, you guys have to and you know ...
Frances:
Yeah. Coz I never know what to say coz there’s these three girls (inaudible) I
don’t know. What do you say to them? It’s like every time they’re in
(inaudible) ‘Well I think that she’s mad at me.’ ‘Well what do you mean she’s
mad at you?’ What do you say? ‘Just figure it out?’ Is that what you say?
Toni:

Well remember when one of my little girls was trying to play with her two little
girls and they were like ‘We’re telling secrets’ and was like ‘Well maybe you
shouldn’t tell secrets when there’s other people around’ I’m like - she’s like ‘But
I don’t want to tell anyone else’ and like ‘Well don’t talk about it right now!’
These are like her kids I don’t even know them but just include Charlotte I was
like ‘Tell her like when you guys are alone.’ She’s like
Jo:
So um does G make the one that’s been offended tell them.
Toni:
She makes them talk because I mean there’ll be sometimes she’ll make the
whole class do a repair when they’re really disrespectful but most of the time
like she’ll be like ‘You know what you need to do’ and they do it. It was just
that huge, huge issue that they had to go to the guidance counselor’s and stuff
because the girl like threatened her. I don’t really know what happened because
I wasn’t there but it was like a big deal. It’s just like I was shocked because I
don’t remember it being like this in first grade. When I was in first grade I don’t
remember being so petty already. By third, fourth, and fifth you get like into the
cliques. Middle school’s just like a nightmare I think like I spent the entire year
in the guidance councilor’s - like everyone was going down that - it’s the age.
Sophie:
It depends who you are and like you, you - popularity and you like who you are
means a lot and you want that to show to other people.
Toni:
I don’t think it really stopped until the end of high school.
Freida:
Middle school was a nightmare
Frances:
Sixth, seventh grade.
Toni:
Ninth grade was still (inaudible) girls like I mean I think every girl should read
‘Odd girl out’ I think it’s like (inaudible) It’s such a good book. It’s just like the
meanness of girls that just they like cut deep I wouldn’t like to go up to someone
and go ‘Boom!’ but it’s even worse it’s this bullying. You should see mean
girls.
Sophie:
Even more in preschool I remember one girl used to be so mean to me. She was
standing against the fence or something and she pushed me and I said ‘What?’
and she told her friends to push me and she said ‘Push her’ and it was just like ‘I
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don’t think you’re a friend’ but I was just ‘My gosh!’ She was just - and I don’t
think -1 never did anything. I was never a trouble-causing child but I dunno

Melissa:
My school, like yours except - coz there’s a couple of schools in Boston you
have to take an exam to get in to even though they’re still public schools. But
they start at seventh you can also enter at ninth so if you enter in ninth it’s just
like the other - seventh and eighth I went to Latin Academy but then I switched
so I went to Latin school in ninth but it’s just that the people have had two years
to make their cliques. So it’s really hard to like kind of like break into these
cliques when you’re in ninth grade. It’s just like there are already a lot of them
have been together since elementary school and stuff. There were so many
cliques and it was hard to get into - into some of the groups because they were
all (inaudible) but it’s like all girls.

Toni:
See I’m still obsessed with sneakers like I have a problem.
Jo:
Is there somewhere we can build critical multicultural curriculum out of these
issues?
Toni:
We did a wants and needs thing - girl with Down Syndrome - her Mom made a
book out of wants and needs. It was so funny.. They watched a movie about you
need water but you want soda - just things like ...
Jo:
Any other ideas? What would be the big ideas in the classroom that they are
emotionally invested in.
Sophie:
They just I dunno they’re given a lot of responsibility in the class. Like they all
have jobs and if someone’s not doing their job they like ‘Oh well lets have
someone remind them to do their job’ but a lot of times these ‘remindings’,
people do it really mean (laughs) and so I dunno to work on something with
social skills - or just really I dunno. For one reason like in R’s class we’re doing
group work, you know, practicing social skills or maybe like each day, you
know, focusing on something coz they really just have issues of that they still
don’t want to associate with other people who they don’t think are cool you
know. And they just don’t talk to them, don’t want to have anything to do with
them. So there has. I’m not sure what had to be done, something needs to be
done that they can ,you know, they don’t have to like everybody but they at least
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have to be civil and they’re not! And yeah, so I don’t know what - how to like
just having a goal for the day maybe and have people that have demonstrated it
like demonstrations work well in this class or having them act it out what they
should do. We have them do that um but then_(inaudible)... child
wouldn’t come to presentation - said he didn’t want to and she said ‘I don’t
care’ He said ‘We did it already’ she said ‘I’m the teacher. I know what I’m
doing.’

They are all getting tired and not wanting to talk about critical multiculturalism
Jo:
Who’s doing Native Americans?
Melissa:
We are
Jo:
Is it done from a critical multicultural perspective?
Melissa:
No, I think it’s more critical multicultural more because um this book called
(inaudible) Crow or something. Well Matilda’s teacher had a booklet on it. She
didn’t have the actual book so we have to create a book by the book. But she
has this like stuff for activities but just about kind of how people are different
and you shouldn’t judge them so ya de ya de ya da. So I dunno whatever it
should be interesting but I just want it to be done with like it’s just taking a lot of
time.

Circle 4

In this circle they filled in their charts. I didn’t do any warm up activities with this
group as I felt they didn’t need it and this activity takes at least two hours with seven
people. They chatted casually while they filled in their charts. The subject of teaching
being an ‘easy job with summers off was raised

Tracey:
That’s funny though I mean I agree with what you’re saying but a lot of me
being a teacher is because I think of my future kids first. I have this job too to
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take care of them but I don’t agree (inaudible) don’t even earn enough to not
work in the summer.
I went to one of my Dad’s baseball games and I met the wife of one of the
players and she’s a teacher and I asked her what she did int eh summer and she
said ‘Absolutely nothing! ... I would never get a job in the summer.
Jasmine:
Chris Seymore’s class - kids prefer pretty teachers, they give them higher ratings
Toni:
I learned that little kids flock to pretty people, just enjoy that so much more
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Matilda as
teacher
Relations with
teachers and
students

Really
encouraging and
supportive

Great
relationship with
teacher

It’s awesome

If there is a
problem
everyone wants
to share in
solving the
problem

Students have a
lot of say in
whatever is
happening in the
classroom

Matilda felt
powerful and not

Matilda said she
told them they
could. Teacher
said she can
change the rules
but inform her
too so she’ll
understand.

Teacher came
back and asked
“why are you
sitting there?”

Students testing
her authority
She let then sit
on couch for
silent reading
while teacher
was out of the
room.
No problems,
students manage
themselves

Discipline

worse

There’s not
much you can do
when they’ve
been damaged

It’s not worth it
You’re not their
parent when they
leave can’t
correct
everything their
parents have
done to them.

show face in
class again
Studied hard but
did poorly
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Incidents and perceptions selected from Shawnna’s narratives.

G.
•
12 « G*

^ | £?=§
16 £ £ *B
CD
C/3

•

• t—•
1-4

5 l

0

<u
S3
o
13 <&

CQ -G

1-S
61

>. 3
« o
H *§

O
Q

2

60

^ .S
<2

60 ^

G G*
1

G

4

o

C/3

„

O
G

&

4-4

G
<D
6
<D

PJ

C/3

53 G3 «

.
CD
•—< 43

rS ■> *§

Id *3

G
• »—«

g

G

Z

§

d
CD

G C/3 4>
g C ^ c
>d P cd cd
Cd
«»
>
53
43
ed
c
G <D c/o X4 c/3 G

• r-H

>-—

C/3

G

.2
4-4

>,

—-4

I 2 *2
g 5
00 d3 c+3

43

O

2 o

m «3
G 'rd
2 w
S S3
G o

V3

on

G

'G

53 'S

e .s

X S G ^

cd
2 1
S c _
|.2o
G 33 O
2 2
CD

C/3

427

60
G
E
,<d
c*-'
C/3
G

'hf

t-i
c3
<U -G

43

o
G £
C >,
i-T
u <u
1*3
0>

g

8 e

J_i

CD

3

1—I

G

G

43
O
C/3

Bo a>
6
^

>> *5
6 *
£ C/3
o Cd
43 £

1..) 43
o

c3
o
<D
a • 53 ’x
cZ
O
.S
co

G u
a> <D
^60
C3
60 <L) c 2
G
<L> 2
*• a>
2
£Px>
cd G
«—1 • •-, aj
u r
> > Go 4d

60

1-1

D
T3
G

d
fl)
7

o
C/3

4—>
on
JD

3
O
+3
60
G
53
53

E-S
O C/3

O

T3
G

00

Z

*S P
C-4
<D

s
S)-2
-S
cd
d cd

CO
<l>
a>

6
dd
G
O
O O cd
t5
43 33
cd CD
0
0
c/3 g O 43
.

^
G

O
O
£5 cx
fcb ^
CD
CD
2 ^

<D
(D
4-4

dd
CD
60
<G n
*C • F4
53 >*—*
CD CD
H 60

dd

^

G

<U G
H cl

£2

C/3 >
C/3
60 cd 60
O O cd 60
4-4
fi G
G
43
T3 • pH
^
<G
1D. 44
O cd
cd G
y
O w
7) 4) CO 4

G
O

a g>
21
cd <14
j_ T3 53
43 3
-*-*

^

1—1

B

g

CD

o
g -r
„ O ^
2 -g %

^ nrj
JD
oJ c/3
p, i-i T-t T3

43
G dd
(D
*C
<D
1
G S3 43
■ A
(-4
O 43 4-4
CD V4 0
dd
G
feb Id H 43
O G -2 G
O 54 O cd cd Id G
a> G
0,1-3
+-»
2

CO
CX,

G
G

G

° (li
r;

• T-*

C/3 D
(-4 dd
CD
D 43 cd
feb
■Z g
C/3 0> £
4-*

• r-^

cd

£

4-4

T3

G §

ccj
3
{i
<D -*-*

Q c/3 G

8.S
“ 8
§ 43
(-■
CD
o 43

K

o 2
Va> ^I

3 G 4
G
G2 O
o
c« G
•zr a> |

1-4

2
c
cd q

13 g

*> *C M

s

~ O
G 43

w M 4
^ £ -g

0

G -G

<L>

<D
43

>v
cd

CO

G c
*r? -G

is |
6
|
V-. 43
<G u.
CX 53

lgE
C/3
*-•

CD d3

o3

•a

cd
43
d
T3
G

cd
43
C/3

o g

CD

6

^
p

u,
<D

■G
«
cd ■*-*

Sd
o
^

i-C • ^

T3

(D
4-»
C/3
•»—*

00

c/3

53
"S
G3 <d

G
<d
00

00

43
O
C/3

G

•C

G

oo

C/3

o

g o O

1/3
<d

~
a>

Bo

^ S3 Q w

J§ o
S o
O 6
2“
£ §0

J-4

G *5
cd
t+3 ■3
60 ^
'Ed *53
.S £
H ^

- T3
CO ^ 0>
^ ni *-«

^ o
g>-S
2 £
35
G 3
O

3

4.
a>
43 C/3
o
Vh
43 -s
43
C/3 „
G
a>
S
C/3 <L>
O 43
G £

O 43

G

CD

<u

3 4->

£

n

a

,o

o

O
43 co
•tS T3

O

£ 8 •§

GO

3

pr

CO

g
3 8
<D

O

co

P
6

• <—I

tP

-o
<D
33

22

r;

P

>

COD m

W) c c

s-

a

w

43

o> -a
o
4_

P 43

<U

jS ’2

°

CO

c

oo vp <u s> § -8 .§
2<U t3

O a

g

a

co E w

e3 -S

>

<3

43

P
O

<u 12
<D B

P

co

CO

p
1—>

o3

b
B
o
CO
<U
i
£

C/5

§
a
£
o
Pi

u.
,o

P

ccj

cd

a> ^
l-l £ £»
<1>
6 '5.
».

co
>*
<u
-4—»
CO
•c
§j T3 O
o
<D 43
C § +-»
*-*
• 1-H
CO
£ H s

<u
<D
43
co
i~<
00
<D
S3 CO 43
ts
_ 0>
,o
co 44
S3 <L> ^ D
<L>
o "O CO 0)
o
T3 43
co
S3 '3
p
D S ^ I 43

CO

co

C/5

w0>

■> T3
> S3
co P
S3 CO
1— O i<L>
<L>
43
43

1-t
d>
43
O
-*->
co
44
*4
■ —i
-t->

CO

oca
§

w> a

H 22 s

co
a
s
3

co 6o

<u
43
S3 O
P
5 1—*
0)
o
1-1 CO
<u P
43 ti
co a>
<1>
co o
D Pi

CO
-a
S3

0>

^ O i2 o 3
ca <u p a
CO -*3 P3 -*->

co

428

H
o
x
X
<U
44

■*c3-»
Vh
<D
tj?
£

73

o
° 75
75 <D u.
M 'C w
cd
<L> P 5
o
r- ft g
r\
V-»
<L>
x § ^
3 X X

c/5

l_

a>

„

cd
B
o *1-H
C. ^
JB c ^

ai

eC/5

o
3

III

“DO

2

al X

75
u
u,
(JU
'4a>
—»
60 o
o
X
o
75

® Cd
Incidents and perceptions selected from Toni’s narratives.

cd

S

75 G
Jg
o G

60
G
• »H
CL

<D
g
X
o
>
o >
L-,
<U
3 CL X
D g
O
. <u X
i -g '55
o
^ & x
52 X

x
a>

D
O

•x

3 2

2

>, "3

cd
75
cd G
£ a>
CL
O
O
’o fli
M
<L> S3
c
3 -5
■s-a
S '2

X
£

G

E

2 o

H 'rt
_, d)
75

G

S
• -*—•
5 <L>
75
o
»_
75 t-4
(U

G O
feb'g
60 <U
3- j-i
3 O
G
u75 075O
<N Q G W cd .s
<u
SO
•S
. Cd" .2
X X
o
w cd 5 x
-G
•2 £■& 75" Q
e a g +->
o -£ 3
a
x
2 o
►2
X G
75
3 o 3 § P 3 U
<u
<D
75 —.
X
G x 60
G G
^ _£° c X
o o
?
^ *
Li :§ 44
O
60 O o °
60-2
G X
X X ro
X* 60 7> .s *a
J2
*S S X o
X G ^ •55 H

Id

°

O CO

60
G
X

G

5 g ^
^ S §

G
“
M
d
«
P
L->

.2 x
G <u _
X ~
cd
cd
X >,
cd X
■
4
X L-c—>
Ch ■*_> o
Si^ X
60

cd
75
cd
P
r2

<

£
<D

2

o
75

«
£
cd

o
CL
o o
<D
75
75 c ^
O X
W5 •Q)S °
rl
0> X
2 G
82 73
C O cd r o
75
c3 52
G & 8
r«

i
—^

» *

73

S o
8 §) 8 «On G
d

,-T
G
CO • —

<U

60

. ^ o

<D
_,
G
o
B
8

>>
D
cd cd u, "a> .x
o
Uc « £
a> 3 o
<D
fc H
= B x x
■*
2 °
,cd u
o
§ ^
X
o
x • X •Z.
Cl, X
O cd cd §2
E 6b
75 X)

75
t:
o
Cl
75

V-4_ O CL, X . ro
a)
75
X c x o 75
<D
O
^ X 3 X X .. G
g 60 G
^ « -2 o vh X
g x
x
O
S S 5 ^ cS

- X

X

o

<u
G
O
44
O
O

O w
O CL
CL
X O
G X
o ^
-t_4 G
2
x 0
2
>N
sr X
1

cd
X
0>
44
O
O

• i-H

1

I—,

c\

L.

O
°
G
5?

G

O
L->
X
x X
>>X
^
o
o 75
60
.-r—

X
^‘3
o G
w cd
cd
X
d> 4) ^ G
W x

— u x -2 .c
60 4 C

C

f

g •§ «* 3 O
N cd 60 S X o
o
G ^ G X 3 r-i

O 22 § X .s

o 75 x o k) 2 m 2
X

CL

<CL g.Q IS £

-

-

o 3

75
G
-2 ^
'222
O <L> g
h
2

&

X «' s

S

o

CL
G 5U
X §
a* ^
C •«=
° 2
S £3
60 CQ
c •
• »H
£ S3
C/) x

<u

jT X

75
J-.
O

W

x '? 'g

a a S

*

G *»—•
o

CL>

2 2 o

429

73 cd
X X
<U
P
1. o •“ 75
a? 2 <D ^
H <L> X m Z

2 y i

cd
feb
•o
(N

. X
X ^

x .2
X
§ X o 60
O cd X X
cd 2 o

<L>

VO
0) to

bO
—
03 cj
^

5

&

Ct=J

e<D

>.

c
o

.

ts
—

1)

C/5

_H

£

•S l.s||

e5..
fel
vi
<£
*r,
d
o3 X X ^ G
rO O u c
c/5 t1 ^
r c « *2 >>
;S 53 > g 22
O h C fcb rS
A}

I

2 U

<D
X X -

<D
X

o h

00 ^ 2
c ^'f
x 3
o3
2-I
-*—<

15 2

’o

'2

o

•§ s X!
CO CO £ H

<u
>
o3
X
4->
r'

C
C/5
o

a

§ C/5
X 2
H 2
2 >—
\#
s*
X
£
o
C/5 ai Vi
a,
c *a
G r-H o
a>
21 c

o
£ g
♦—I •»—«
Oh X X

<D X
X •»—<
' '
X
o
o3 £ g
C/5 o3
g C/5
o Vi
• 1-1 »
+-> X
2 o
'w o3
a>
2 i—>

oo
cd

a
a>

C/5

—
O

C/5

G
<L>

O
(D

c

Vi
O
-*->
C
(U
£

O *§>
C 3

on
„

0>

.-

feb

o

C

O ^ 5 c
t!
(U £
w C
m
>.2
a v o <u <u w
c _,
- u o
bx S ■S|'S|
OUS

c/5

X
<tf

s

D £x r
00

Vi
-♦_> <D
CO
'
^ 'J-^X
“

H

_T

03

X
-*->
DO
-*—>

'O
c
03
X
03

x &d os

!§ 1
•it il

> 2 ^ 1 g h'E
<u
fi

TO

C/5

C/5

^ 2 ^ x
^

ft’O

?

*

CO

£
^
2
X) vc3
C/l (/)
00
G

H
l_T
0)
-^
u
M
2
H

o
<D
&J0
£
d
cl
>
ft
d

CO
-t—>

G
00 G
V-c

G
>

G

G
G
00 O
G
&
ft G
cc3 >
H G

'E
o

G

ft

■*—»

g
v->
G

ft

G

>

G
<03
O
<U
dd

CO

H

l_

G

DQ

£
ft

cc3

g

O
°

*€

d

X

ft
P-SE

G

O

-ft
Ml

■*->

CO
G
ft
ft
ft g 4i
C c<3
G d c2
'<£ _G ft

G
O

CO

G

O 3
DQ < £

g
CX

G

Ss
c

o
ft

CO
u
o3
G

O
oo|
H
O
z

co
i_.
G
ft
G
4-t ft
G
>
c<3
ft -!-•
O
ft c<3
X
G
.»—*

u,
G
CO _c
G ft
ft O

£
o
-4—*

1
G 'S
c<3
CX G

1
ft

cx

DQ

ft ..
o> -

C > ’S
~ o B
G dd >

CO

G
t-i

G -

o _r
F» O
fe
2
> ft
UJ O
co

CO

■o*
.g
't:
g >%
cx~

£

42

a
w

>

£
0)
s-,

ft

^ ft

£ o

•c

^ Jl/cd
G ft
> W
G CO

03

ft • ft
J-, G
ft £ O c3
c<3
ea O G ^
{J_ ft O G O

O

G

ft
o
O <u» <G
•n .2 g
co

o

CO

3s
^
o

dd

G

>

G

3
"G
GO

G
dd
■4—*
co
<D 4-i
-i—>

DQ

ft
O
G

’G 'G
C G
G
G
<B i£

O

-i—>
G
* ,H
co
■i—*
G

2
ft
^
00 ft•
Vh
G G
G ft 7*
ft
G
a a O
ft DQ ft

6
o
43
G
G
ft
CX <u
h
.ft
G
r:
to ft
ft 42

°* £
* o
»—•
3

4-1 4-i

o
ft
£
G
£ £
o
»
—->

ft
g

s

G O
G 1
+-» 00
—
£
•G
o
■8 | o o
G
C/3
G
ft
G
§1
G G G O
G
co ft G ft
G G 73
G
1 = l-l O ft CX co G
G G
feb C a & £■ co
1-,
}_ CX ft
G
G
G
o
p S
7r>
o 00 G ft ft ft B
co

ft
ft O
G G „

-3
°
<U G
G
h,

C X3

dd g ft
2 ft G
2 G G
ft 03 ’C
G <U ft
4_

o 42

S

„
£
I
> o
£ £

-o

e jq o
o
o

D

ft dd
3 E

|
c3
co
00

Ji

C

c3
4-,
O
G

O

o
£
o
d o B£ 00 £
o
g dd o ft
QC ft X) 3 dd ft 2 S

ft £
H 42

•g
&•„
-i-> <D -

*-<
X
g

o
o
ft
o
00

• 1-H

G

o

*-> a'

DQ

ft

00

<d

<! <03

G
g

G

G

rJ
g

ft

GO
4-»

g

Srpi’S O

o

co

_r ft

G
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Amanda as teacher.
Relations with
students and
teachers

Sits down with her
and helps her with
her work

Needs clear
directions

Struggling with lack
of structure in
program

Has a problem with
“labeling kids”

Girl who “flips out”
Is it teacher
expectations?
Struggles to manage
whole class and the
girl who “flips out”

realize she was
actually a strong
math student

Respected her
privacy

Talked it out and
found cause of
behavior

Parents were hard
on him. If she got
Bs or Cs it didn’t
matter
Student jumping on
chair. Yelled his
name. Afterwards
went and hugged
him and explained
that she wanted him
to be safe.
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